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CHAPTER 1

Introduction
In 1879 the Carlisle Indian Industrial School opened its doors to Indian students.
Two of its primary goals was the indoctrination of Indian students to the values of
American Society, and the other was the eradication of tribal languages. The effect of
these objectives continues to reverberate throughout Indigenous Communities today. In
1991, Michael E. Krauss shook the language community with an observation that within
the next century 90% of the world’s languages will vanish (Krauss, 1992), In response to
language loss tribal communities’ efforts at initiating programs to save their respected
languages resulted with little to no success.
In 1987 the Piegan Institute was founded on the Blackfeet Reservation with a
community-based objective to increase the number of Blackfoot speakers by creating a
language school, niitsii·ṗo´·˝sin that began teaching a cohort of children in 1995. Twenty
years later the school has yet to achieve its original mission, to revitalize the Blackfoot
language by creating a stable speech community. The shortcomings are not completely
due to lack of will and effort but mainly to a lack of proper teaching methods, a problem
that seemed to be mirrored throughout the vast majority of Indian communities.
One of the goals of this thesis has been to examine several primary methods that
have been used to teach Native languages and discuss in what ways they have or have
not been effective. It is the goal of this thesis to compare what has become standard
practice for teaching Indigenous languages against Accelerated Second Language
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Acquisition (ASLA), a language teaching method developed by Dr. Neyooxet
Greymorning. The method was created in response to an observed need to provide an
effective teaching method in tribal communities for Indigenous languages.
ASLA is a little-known language teaching method that is being utilized in eight
Canadian provinces and seventeen American States by Native language teachers,
including two Australian states at a high success rate. As ASLA is gaining momentum
and notoriety as an effective language teaching method amongst Indigenous languages
teachers, it is paramount that it receives research and explanation of its pedagogy. This
study is based on grounded empirical observations that, when understood and used
properly, ASLA can provide an effective tool for stabilizing and revitalizing Indigenous
languages. In order to have a successful immersion program with respect to endangered
languages, those involved are struck with the burden, and the privilege, of finding an
effective methodology for language instruction and acquisition that is suitable for their
endangered languages. In order to establish a successful language-teaching program
one must provide understandable content that has real-world meaning and applications,
as well as create an environment that facilitates cognitive content and meaning within the
language. Additionally, it must also build understandable language forms that actively
strengthen the target language within a utilized timeframe allotted for language
instruction. These components will create an optimal environment that aids the production
of language acquisition. This thesis acknowledges that ASLA meets these needs
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Thesis Statement
One aspect of this thesis is to offer a theoretical description of the pedagogy that
ASLA provides and discuss how the method creates an environment that provides
necessary neurological stimulate, which results in effective language acquisition.
retention. This thesis also identifies the process that occurs in the learners’ mind/psyche
as they are exposed to the target language and how the language learner is able to think
in the language and have tangible speaking skills, which is paramount for endangered
languages to survive. ASLA is a method that is ideal for revitalizing endangered language
because the method focuses instruction in the target language, requires no reading and
writing, a feature that many endangered languages do not have, and teaches language
skills that are instantly usable within learners’ various communities.
In addition to including a thesis statement and outlining the chapters, chapter 1
also explains the importance of the thesis by explaining the nature and response to ASLA
and its significance within language revitalization movements and the broader impacts
ASLA can potentially have on other disciplines.
Chapter 2 is a review of the literature used in the research that explains that
compared to other second language acquisition methods, learners taught using ASLA
demonstrate higher levels of performance and superior language retention rates.
Language experts have devoted much time in promoting and documenting endangered
languages but have yet managed to reverse the trend of language loss. It is with the
upmost respect that this thesis explains why these trends continue and how application
of ASLA can reverse this trend to provide the skills and pedagogy necessary for
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successful language revitalization. This thesis draws from research directly and indirectly
related to the base of neurological foundations of language acquisition, drawing on
analogies and success stories from psychology, airplane piloting, ethnographies, and
Artificial Intelligence (AI).
Chapter 3 will discuss the standard approaches used to teach what linguists have
labeled “endangered languages” in classroom settings and explain why and how these
methods have not been successful in creating a language community. These methods
include, but not limited to, Total Physical Response (TPR), and motorization practices.
This chapter will also explain the situation and nature of an endangered language and its
relationship to other languages, both organic and synthetic, to get a clear picture of the
need for more effective language programs. The chapter will compare and contrast a
major flaw integral to endangered language teaching introduced in this manuscript.
Further, this chapter will show how ASLA does not have such flaws through its shift in
focusing on problem solving, listening, and speaking, while it moves away from
memorization and translating the target language. This simple shift in approach toward
effective language learning mirrors the same process of learning a first language.
I draw from personal experience in the field as an endangered language learner
and teacher to illustrate the contrasting differences in instructions and methods. My
experience within the discipline of linguistics and other approaches have helped me learn
my heritage language, niitsii•ṗo´•˝sin, but have not contributed in creating and a speech
community. To illustrate the efficiency of ASLA we will discuss the mental processes of
simulations, ambiguity, and games and how these actions engage ones emotional brain
resulting in memorable learning experiences. This chapter will explain that the success
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of ASLA lies within its ability to engage language learners’ emotional brain, in ways that
other methods used in Indigenous communities to teach language do not.
Chapter 4 describes the theories of how ASLA is effective. The answer to solving
the dilemma of providing an effective pedagogy in teaching endangered languages may
be answered by first understanding how the human brain is designed for pattern
recognition. ASLA helps facilitate an environment where the target language has
recognizable patterns, the pedagogy of ASLA helps the instruct to stimulate the proper
neurological pathways for effective language acquisition. Understanding the nature of
ASLA can help us understand how this method affords proper neurological stimulation.
Chapter 5 is the conclusion, which summarizes and explains the concepts and
information made in the previous chapters. ALSA does not preserve the language; it
instills life into it. Effective language teaching methods are essential for endangered
languages to persist.
Significance
Research on ASLA is significant due to its ability to provide explanations for the
shortcomings of many endangered languages programs while, more importantly,
providing information on how to shift such shortcomings. This project directly benefits
Indigenous Peoples’ interests by offering a solid solution to teaching and learning their
respected languages. The solution is obvious in that through ASLA you are not merely
studying a language but are actually speaking and listening to a language. This
designation is vital to point out because the field of linguistics has developed a particular
focus on and a seemingly fascination with indigenous people searching for tools to
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revitalize their languages, this engagement in authentic communication is a vital
distinction to note. The more typical approaches to language revitalization coming out of
the field of linguistics are focused instead on description, analysis, and miscellaneous
information about a language, none of which involve actually speaking the language being
studied.
This thesis is unique in proclaiming that for academia to have a meaningful
contribution to the endangered languages they must change their disciplines involving
teaching, learning, and theoretical understandings of language. Michael E. Krauss said,
“Obviously we must do some serious rethinking of our priorities. Lest linguistics go down
in history as the only science that presided obliviously over the disappearance of 90% of
the very field to which it is dedicated.” (Krauss, 1992, 10). Dr. Greymorning has created
a certificate for “Language Maintenance and Rejuvenation” and explaining how ASLA
works provides an excellent insight as to why such shifts in academic thinking are
essential in the world of academia giving indigenous and non-indigenous students
tangible skills to create meaningful language work in communities. The time frame for
saving many languages is rapidly closing and ASLA is committed focusing priorities of
language instruction necessary to prevent language death.
Academic research is needed on ASLA. To examine the key elements in
endangered language curriculum given the current condition of Indigenous Languages,
including: the non-literate nature of many Indigenous languages. Understanding the true
nature of ASLA lends insights to Second Language Acquisition Theories, Artificial
Intelligence, and Linguistics.
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Research Methods and Sources
This thesis is a cross-disciplinary review of the pertinent literature from the fields
of psychology, communication sciences and disorders, computer technology, linguistics.
The source of such research lies within my own personal need to explain how and why I
can retain, and continue to produce what I’ve learned in the Arapaho Language,
Hinono’eitiit, through ASLA and why my Hinono’eitiit abilities surpassed my niitsii·ṗo´·˝sin
skills in such a short amount of time. At this point I was approaching niitsii·ṗo´·˝sin with
Linguistic methods and it became very clear that I had to change my tactics if I wanted
success in speaking niitsii·ṗo´·˝sin.
To understand the nature of ASLA we must also introduce a new way to talk about
language learning and teaching. Linguistic training helped me become a Linguist but did
not give me many skills in how to exactly perform Language Rejuvenation. Language
Rejuvenation is an overarching theme in this thesis under the idea that Language
Rejuvenation encompasses everything from listening and speaking a target language as
well as creating a maintaining a language community. This concept will continually be
interwoven into the thesis as to provide an understanding of the process of ASLA.
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CHAPTER 2
Literature Review
Language experts have done much in promoting and documenting endangered
languages but have not managed to reverse the direction of language loss. It is with the
upmost respect that this thesis explains why these tendencies continue and how ASLA
can reverse this course by providing the skills and pedagogy necessary for successful
language revitalization. This thesis draws from research directly and indirectly related to
the second language acquisition, drawing on analogies and success stories from airplane
piloting, research and theories within the science of memory and communicative sciences
and disorders.
Background of the Problem
Formal language learning originates from the practice of using sacred texts to
teach a target language. Religions such as Judaism, Hinduism, and Christianity would
teach their respective languages Hebrew, Sanskrit, and Latin through the medium of their
holy scripture. This tradition became a standard norm in teaching the languages through
reading and writing and carried into the western education system. This habit of teaching
languages through the western education system eventually normalized and
standardized many European languages (Spolsky, 2002). It is worthy to note that only
about five percent of students achieve native-like proficiency with western models for
language learning (Selinker, 1972). This approach has been adopted directly, and
indirectly, in learning and preserving endangered languages.
Indigenous language classes are often built within a western education paradigm.
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The time and money Linguists spend in communities are devoted to recording language,
establishing a standard orthography, and collecting linguistic information to expand or
challenge linguistic theories. Although much of this work is valuable (primarily for those
who read and understand linguistic theory, terminology, and principles), however, these
methods do little, if anything, to support the revitalization of the language being examined.
Further adding to the complications of establishing a pedagogical norm in second
language learning, no scientifically designed pedagogy or method has ever proven itself
to be universally effective (Danesi, 2003). Although route memorization of single words
and sentence comprehension drills have their roles in learning language, they do not
predict the ability of a speaker to use the language and hear the language in everyday
life (Off, 2013, 115).
A major problem with methods derived from western education is the emphasis on
reading and writing. The people of my tribe and language, for an example, do not have a
standard written orthography. There is constant in argument of whether or not we should
write the language and, if so, many are passionate that we do not adopt a standard writing
system. This makes it so that the approach of reading and writing is not enough to
stabilize endangered languages, something we will explore more in chapter 3.
Linguistics is a field of study that both asserts itself and is viewed as the expert
philosophy in understanding language; thus, linguists became the de facto experts in
language revitalization. Nevertheless, linguistics is a science that is persisting despite the
tide of language death not showing any signs of receding. It is a failed science with
respect to language revitalization (Gibbs, 2002). Micheal E. Krauss describes
endangered languages are “like species lacking reproductive capacity” (Krauss, 1992, 4).
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He goes on saying, “Obviously we must do some serious rethinking of our priorities. Lest
linguistics go down in history as the only science that presided obliviously over the
disappearance of 90% of the very field which it is dedicated” (Krauss, 1992, 10). The field
of linguistics has routinely focuses on recording, documenting, and analyzing when
examining languages, yet for a language to be revitalized, much more is required than
understanding its phonological or syntactic composition. It is time to recognize the socialemotional components, the historically traumatic influences, and the holistic approach
necessary to truly help create a successful language class. In so doing, methodologies
that address each of these aspects can be developed and different researchers in their
respective fields of study can be recruited to contribute their expertise.
Examining language revitalization through Native American studies is ideal
primarily because this field of study is interdisciplinary in nature. Students pursuing a
degree or certificate in Native American studies are educated broadly in history, issues,
and politics around Indian Country. This paper acknowledges that language revitalization
is hopeless without a holistic approach, therefore it was beneficial to study language
through the field of Communication Sciences and Disorders (CSD). This field of study is
focused on methods of helping to develop the language skills in individuals with
developmental language disorders (e.g., stuttering, delayed language development) and
restoring language skills in individuals who have suffered a loss of language (e.g. through
a stroke or head injury). Although intervening with individuals with language disabilities
may seem vastly different from revitalizing an endangered language, there are underlying
principles that facilitate both.
Blame is not completely due to the lack of proper teaching methods. Economic
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and cultural history is the major factor for language death. Indigenous peoples, such as
the Arapaho and Blackfeet in the USA, live in an English world in which the fluent
speakers spend 96% of their day speaking and thinking in the English language
(Greymorning, 1997). The economic and cultural functions on the respected reservations
use English as the main tool for communication and economic transactions. In all facets
of life, English surrounds a speaker and learner either through voice, media, and/or text.
The continuous exposure to English within the environment and economy make it difficult
to operate within an Indigenous Language all day.
The number of native speakers of endangered languages is extremely low. In
2004, the youngest speakers of the Arapaho language between the ages of 57-61
consisted of only 450 fluent speakers; there were over 2,000 in the 1980s. In the 1950s
about 85% of the Blackfeet people spoke their language (Greymorning, 2004). In 2009
there were approximately 30 fluent Blackfeet speakers on the Blackfeet Reservation on
the United States. All 12 Indigenous languages in Montana are all critically endangered
languages; most, if not all, native speakers are past childbearing age. This combination
of limited fluent speakers, an English-dominated economy, and an English-dominated
environment further complicate the revitalization of an endangered language.
On the Wind River Reservation, the efforts to teach the Arapaho language in the
Wyoming Indian public school system resulted in language classes meeting up for fifteen
minutes a day. In a 180-day school year, this means that students only received a total
of 45 hours of Arapaho language instruction. For perspective, 45 hours is roughly the
equivalent number of hours the average American spends at work over a five-day period.
(Greymorning, 1997). On the Blackfeet Reservation the time allotted for language fall well
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below those numbers. Despite the demand and want for the language to be saved, public
schools are not devoting adequate time for language instruction
Other efforts in language revitalization are largely ornamental or superficial,
appealing to aesthetic nostalgia rather than furthering language development. For
example, on the Flathead Reservation when driving along the highway, many signs are
written in their Salish Language (the Salish People have adopted the International
Phonetic Alphabet) with the English translation written underneath. On the Blackfeet
Reservation they erected signs for the town names (the orthography is freelance- chapter
3 will discuss reading and writing in relationship to language revitalization in more detail)
with the English translation below. These signs are largely ornamental because they do
not serve as information.
Along with the environmental factors is the fact that Native languages do not
translate accurately into the English language, although they may be described with some
accuracy, its original meaning will always be distorted in one way or another. Much of
what will be gained is connotative meaning of a word. Words will be discussed in English,
many times people using poetry to translate words but the denotative meaning does not
get taught. They will know that the best translation to isstsiiṗāatṫǔṗiiyō´•ṗ´ is ‘Source of
Life’ but they will not know the morphemes within the word. Despite this, most lesson
plans are given as word lists with direct translations of the Indigenous language to
English. This method of teaching distorts the meaning of the philosophy built inside the
Indigenous languages (Greymorning, 2004). The difficultly when leaping from English to
an Indigenous language is not calculated or known; the US foreign Service Institute rank
languages by their approximate difficulty for native English speakers does not have any
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indigenous languages lists (Foreign Language Training- United Sates Department of
State, 2021).
This historical situation of an endangered language is complex and riddled with
trauma. In most cases it is the result of forceful assimilation. This act has resulted in
complex traumas and stories that permeate communities where endangered languages
reside. These emotions often become present when Indigenous people learn their
heritage language; it is met with praise, fear, hate, love, and hope in within families and
the tribe. Emotional responses and needs must be considered for language revitalization
to be effective.
Aphasia refers to the loss of language a person’s experience following a
neurological insult, such as a stroke or a head injury. Persons with aphasia not only want
to communicate and function within greater society but also have a yearning to describe
their own thoughts, feelings, and opinions. They also want information on where and how
to receive effective treatment (Worral et al., 2011). Language revivalists seek the same
thing. Aphasia refers to individual’s loss of language, whereas Indigenous people have
experiencing a collective loss of language. One occurs suddenly, one occurs more
gradually. However, both the individual with aphasia and the community whose heritage
language has been injured both experienced loss. One man describes his experience
with aphasia as “everything has been taken away from me” (Shadden, Hagstrom, & Koski,
2008, 140). This is the same paradigm and emotions in the language revitalization
community.
Within the speech-language pathology profession there has been a movement to
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understand how communication deficits affect the quality of life (QoL) of persons
experiencing communication disorders, such as aphasia and many other communication
disorders. By using a QoL approach, we can understand the impact of language loss has
had on individuals and their community. Parr and Colleagues (1997) illustrate that the
range of responses to aphasia include: fear, anxiety, bewilderment, fury, amusement,
isolation, shock, embarrassment, depression, and resignation. Communities that
experienced language loss yield these same emotions: fear, anxiety, bewilderment, fury,
amusement, isolations, shock, embarrassment, depression, and resignation.
The World Health Organization (WHO) defines QoL as follows:
An Individual’s perception of their position in life in the context of the
culture and value systems in which they live and in relation to their goals,
expectations, standards and concerns. It is a broad ranging concept
affected in complex ways by the person’s physical health, psychological
state, level of independence, social relationships, and the relationships to
salient features of their environment (WHOQOL Group, 1995, p. 1405)

Language revitalization is concerned with improving the context of a culture and
value system, psychological state, social relationships, and salient features of our
environment through language. The point is that language revitalization is not a hobby; it
is not a language you learn to build an economic enterprise or a skill to use on a vacation
to France. Language revitalization is emotional rehabilitation, a means to cure cultural
trauma in the same spirit as a person with aphasia seeks emotional help for their personal
trauma through speech-language intervention.
In considering the economic and cultural situation of endangered languages it is
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important to point out that learning an endangered language has different and more
difficult parameters than learning a language that is not endangered. First, the minimal
number of speakers makes hearing and using the language a rarity, whereas other
languages with several speakers can be heard and are spoken broadly. Second, the field
of linguistics, along with other western based language learning methods, have not been
effective. Thirdly, There are no economic pressures driving the use of the endangered
language. Finally, the emotional conditions associated with endangered languages that
are deep and long-standing; thus, a healing factor must have cultural sensitivity.
If you want to learn English you can travel to the USA and expect to hear the
language in many locations, you can research and study language teaching books,
download language apps, and place yourself in an economic situation where you must
know English to achieve what you want. If you go to a restaurant where the entire staff
speak English you are placed in a world where English is a necessary tool to achieve
what you want. Whether it is food, the location of the restroom, or to apply and get a job,
the person learning to speak English have basic human needs satisfied through English.
Endangered languages do not have these options. Learning endangered languages
requires a method that can facilitate an environment that facilitates human needs and
arouse emotions.
ASLA Theory and Developments
ASLA is a method that has the capacity to reverse this pattern of struggling
language programs and introduce effective pedagogy for language revitalization. It is a
language teaching style developed by an Indigenous person for Indigenous languages.
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Through classes taught at the University of Montana through the School of Anthropology,
ASLA has proven repeatedly that one can learn an endangered language without reading,
writing, or translating the target language into another language. In a single semester a
student can learn a small story after meeting seventy-five minutes twice weekly. Two and
a half hours a week times thirteen weeks equals 32.5 hours. ASLA is successful without
employing rote memorization, nor does it use a written form of the language. It is a
pedagogy that allows language learners to internalize their knowledge by complete
engagement.
Understanding the success of ASLA requires an understanding the basic human
needs required for language learning. ASLA satisfies the innate human propensity for
pattern recognition with a series of images that creates a pattern for the learner to solve.
ASLA triggers emotional arousal in the learners by allowing basic human needs to drive
the learning experience. Earlier I stated that elementary schools on the Wind River
Reservation only allotted forty-five hours for language instruction resulting in little to no
success, whereas ASLA is molding a competent storyteller in less than thirty-three hours.
This juxtaposition reveals much about the nature of the ASLA pedagogy. The impact
ASLA has on language revitalization is exponentially more effective than a linguistic
approach. As noted earlier, Linguistics is failing with respect to language revitalization
and has made no meaningful strides within that field. ASLA, which was trademarked in
2000, has a proven pedagogy that facilitates effective learning of an endangered
language; ASLA is delivered with both speed and accuracy.
An anecdote from piloting simulations serves as a useful analogy for
understanding language acquisition. From 1940 to 1990 the percentage of plane crashes
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due to pilot error held steady at about 65%. This number is a representation that most
aviation deaths, at that time, were attributed to bad decisions made in the cockpit.
However, this number declined exponentially from 1990 to the present due to the
invention of a realistic flight simulator (Baker, et al. 2008). Because of this, flight is now
one of the safest forms of travel. This example of years of failed effort met with a drastic
increase of success mirrors ASLA and it impact on learning an endangered language.
The way airplane pilots studied and learned to pilot a plane changed from a typical
classroom structure into an intimate activity. Rhodes Scholar, Jonah Lehrer, has written,
“The benefit of a flight simulator is that it allows pilots to internalize their knowledge.
Instead of memorizing lessons, a pilot can train the emotional brain, preparing the parts
of the cortex that will actually make the decision when up in the air. they don’t have to
waste any critical moments trying to remember what they learned in the classroom”
(Lehrer, 2009, 252-253). The pilots no longer were burdened with shifting through an
index of facts and rules because they were now using their instincts and feelings.
Learners in ASLA are active participants in the target language by training their emotional
brain while participating in authentic communication. They are not burdened by studying
rules and syntax. ASLA does not treat language as a set of rules and phonemes; it treats
the language as an emotional and meaningful experience.
For 50 years there was no progress in reducing pilot error because of the methods
used to teach flying scenarios were ineffective. This stat/phenomenon is nearly identical
to the status of endangered language acquisition the Arapaho, Blackfeet and many other
endangered language programs. Despite years of classroom training and production of
materials, these language immersion programs have still fallen short of their initial goals,
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which is to create a strong language community. Pilot simulation instantly provided
positive results after years of failure and ASLA is mirroring the same effect. ASLA and the
pilot simulation are technologies that facilitate the development of tangible skills.
Learning a language requires exposition to real-life scenarios and stimuli because
“in real-life circumstances, speech sounds rarely, if ever emerge as context-free
productions” (Off, 2013, 22). In my experience in learning Blackfoot, I have observed that
most lesson plans are decontextualized, the words and phrases were isolated from the
authentic communication contexts in which they would occur. If a context is outlined, it is
often through English translations.
ASLA, on the other hand, works in concert with this real-life scenario: all pieces
and forms taught to learners are given in a virtual real-life environment within an
understandable and controllable context. ASLA engages an emotional response to
language and actives correct pathways of the brain that help retain the features of the
language students are being fed. All forms of the language are naturalistic inventions;
ASLA facilitates an environment by arranging a specific number of images that correlate
with one another, which we will refer to as the ASLA landscape, which explores the
language within a meaningful daily life context. As the pilot simulator increases flying skills
by stimulating the correct brain pathways resulting in successful learning, ASLA
stimulates the correct brain pathways that result in successful language acquisition. The
ASLA Landscape is to a language learner as the pilot simulator is to the pilot.
ASLA builds the ASLA landscape, which allows the learners to interact with
language, engaging the emotional part of their brain. Rather then sitting through a long
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series of lectures and hours of memorization and reading, this methodology puts student
in a Landscape, not only to test their ability at vocabulary, but also to internalize the
emotional quality of the target language. The language is fed to the students in a
naturalistic context absent from drill-based instruction. Success happens because
language learners are challenged to interact and understand the ASLA Landscape. It has
been shown that a naturalistic context is more effective at creating a spontaneous use of
language targets than drill-based approaches (Leonard, 1998). This accounts for the
strength of ASLA and hints as to why the western standard norm and linguistics is not as
effective, as they are based on drills and memorization.
Students will acquire a skill when they are learning a language and when
instruction not only includes building information but also shows how the information is
being acquired and explains how to use such information (Brown, Collins, & Duguid,
1989). One can study all the rules and regulations of basketball but that alone doesn’t
guarantee the skills to play basketball. Pilots who examine textbooks and memorize
written procedures do add to the enrichment of their knowledge of flying and it is, without
a doubt, beneficial. However, the pilot simulator helps them apply the knowledge they
acquired through meticulous studying. ASLA is an activity-based language teaching
methodology based on the same science as the pilot simulator. The pilot simulation and
ASLA are purposeful activities, the instruction they offer is significant within the activity of
flying and speaking and listening, which gives purpose beyond instructional objectives;
they offer meaningful objectives.
Five major components of purposeful activity include a motive (basic underlying
force), a goal (purpose of an activity), a condition (facilitating and constraining features of
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the given context), an action (conscious behaviors or strategies), and operation
(unconscious process or skills) (Leontiev, 1981.; Wertsch, 1981). Both Pilot Simulations
and ASLA meet the demands of the components and successfully help the student
internalize the target information, be it flying skills or language skills. For language
acquisition to occur, learners must be ushered through an inter-psychological plane, in
which the information is given from the more competent speaker to the learner, to the
intra-psychological plane, which rest inside the learner’s mind (Vygotsky, 1978). The
learners internalize the language of the instructor. The language becomes inner speech
and thought and becomes more personal.
When learning a language, development occurs when the learner can show
improvement in independent performance. This process of internalizing a language is
thought to occur within a range of assistance, known as the zone of proximal development
(Vygotsky, 1978). ZPD refers to a “zone” in which where optimal learning can occur in
which the targeted activity is neither too easy nor is it too difficult. The learner’s
capabilities can be examined, that is, one can observe that an individual is capable of
given just minimal assistance. ASLA set students up to where the content is neither too
easy nor too hard. Success in such an activity further enhances their abilities at
independent performances. Learners stay within their ZPD, or optimal "learning zone,"
through the individualized support provided through ASLA.
Within the ASLA landscape, learners are constantly solving problems as the
method places them in various positions where they must think in the target language in
order to succeed. Problem solving is an important feature in evaluating a student’s
language learning (Kratcoski, 1998). One of the key features of ALSA, and its
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consequential effectiveness, is the simultaneous reception of the new forms of the target
language while being forced to think with those new forms. Also, the instructor is
constantly evaluating their current status within the learning process. The instructor is in
a position where he or she can view the comprehension of a learner with continuous
feedback.
Comprehension is demonstrated through expressive acts; expressive acts without
comprehension reflect either confusion or imitation (Ukrainetz, 2006). ASLA is a
pedagogy that helps the instructor perceive these clues and assist the learner through
their confusion and guide them into understanding. During a flight simulation, pilots are
aware of their errors as much as they are aware of their achievements because of the
constant feedback of the simulation. By reading such feedback, they can understand how
to best correct themselves. Revision is a comprehensive task as it indicates that learners
are demonstrating comprehension within the target language (Off, 2013).

Language

learners within ASLA are also aware of their errors through self-evaluation; they will revise
themselves by learning and understanding the ASLA landscape.
Our neurological circuits for language learning are built for experienced-based
learning and not memorization drills. “Language serves communication ends and is
learned in the course of communicative events.” (Johnston, 1985, 126). To better
understand ASLA it is valuable to take a look at a speech-language pathologist. The intent
of an SLP should be “therapeutic, amplifying language patterns and facilitating language
learning within purposeful activities” (Ukrainetz, 2007, 8). An SLP utilizes scaffolding
support by providing repeated opportunities, intensity, systematic support, and explicit
focus (RISE) with purposeful activities. Scaffolding involves working toward a skill with
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tangible purpose while including tactical support from the instructor and meaningful
involvement from the student (Greenfield, 1984; Nelson, 1995; Wood et al., 1976). ALSA
provides the same core foundations and scaffolding by providing opportunities to practice
within context.
In order for a word to be considered a part of someone’s vocabulary it must (1)
hold meaning for that person; (2) be recognized as a real word when encountered through
speech or print; (3) be used in a proper speech act; and (4) possible to produce with
recognizable spoken phonology or written form (Nelson & Van Meter, 2007. 105-106). A
word must not only have a definition and isolated to a single act of speech, it must be
realized in a real environment. “A word by itself can be defined, but it’s meaning is not
confined until it becomes part of a phrase or sentence” (Nelson & Van Meter, 2007, 111).
ASLA teaches words in phrases, only a minimal number of words are ever given in
isolation.
The needs of a learner must be met for tangible success. Following the RISE
summary of needs we see that “students first must experience the need for a variety of
interesting words for communicating in meaningful ways. Second, the best way to trigger
this need is to engage students actively in meaningful interactions about interesting
topics” (Nelson & Van Meter, 2007, 117-118). The guidelines for RISE fulfill the same
needs as the pilot simulation does for pilots and ASLA does for language learners. As
they learn to fly a plane and speak a language the students are engaged in meaningful
interactions.
In the book Memory & Emotion: The Making of Lasting Memories (2003), James
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L. McGaugh emphasizes that highly arousing emotional experiences are well
remembered. He writes, “memory, in a most general sense, is the lasting consequence
of an experience; but it is clearly more than that, as the same can be said for a sunburn,
blisters, and calluses. More specifically, memory is the consequence of learning from an
experience” (3) he goes on to say, “stronger emotional arousal is associated with better
memory; emotional arousal appears to create strong memories. On the other side of that
coin, pioneer in memory research, Herman Ebbinghaus argued that information poorly
learned is not remembered (1885). This suggests that ASLA is facilitating emotional
arousal for the language learners.
Jane McConigal provides interesting insight in her book Reality is Broken: Why
Games Make Us Better and How They Can Change The World (2011), on the connecting
recreation (to play and have fun) and survival (sustenance and wisdom). How they create
a binary relationship in creating the human experience and how these traits are brought
out through video games. In her book she explains how and why games are engaging
and have to potential to create a learning environment. There are 183 million active
gamers in the United States. Humans are spending more than 3 billion hours a week
online. The fact so many people are dedicating so much time into games means it has
something that is important. Games are fulfilling genuine human needs.
Jane McConigal explains that features inherent within gaming are: goals in a sense
of purpose, rules that unleash creative and strategic thinking, constant feedback and error
analysis, and promises cooperation, and/or goals to increase personal strengths, and,
perhaps the most important, games are voluntary and provide a pleasurable activity.
Within these features lies what she refers to a “Fix” that explains the effective learning
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that comes with playing games; she lists 14 of them. The Fixes are: 1) Unnecessary
Obstacles, 2) Emotional Activation, 3) More Satisfying Work 4) Better Hope Of Success,
5) Stronger Social Connectivity, 6) Epic Scale, 7) Wholehearted Participation, 8)
Meaningful Rewards When We Need Them Most, 9) More Fun with Strangers: playing a
game with a stranger will give incentive to increase bonding, 10) Happiness Hacks, 11)
A Sustainable Engagement Economy/Crowdsourcing, 12) More Epic Wins, 13) Ten
Thousand Hours Collaborating, 14) Massively Multiplayer Foresight/Superstruct.
A notable trait of ASLA is its extremely positive student response (Greymorning
2021). Students feel excited for class and have a sense of purpose. They speak fondly of
the experience and enjoy the challenges of succeeding to learn a language through
ASLA. ASLA is aiding the students in fulfilling genuine human needs. The fixes Jane
McConigal mapped out to explain human needs games can fulfill. ASLA is a method that
is structured as a game- as is a pilot simulation.
As a student learning through ASLA you are given the obstacle of learning and
speaking a target language. The skill-set based pictures, the ASLA landscape, and the
instructor working in concert creates an agreeable environment for the student to learn
the target language. The positive results from the emotional based learning create more
satisfying work and a hope for success. The constant feedback and interaction with the
instructor and students creates stronger social language usage and cooperation resulting
in more wholehearted participation. The final fix, Massively Multiplayer Foresight/
Superstruct refers to people expanding and improving specific functions within a game
making it a constantly evolving experience. ASLA students have the chance to expand
and improve on their language skills, and the exercises in class, with their own
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imaginations and innovations. One specific example is one student’s coinage of the word
“treadmill” in Arapaho. The instructor asked, in Arapaho, “What are you doing?” The
student, wanting to tell the instructor “running on a treadmill,” called it “the thing you run
on.” The example illustrates that ASLA fulfills human needs, engages learners and brings
forth productivity, and enables learners to make the target language a personal conquest
to master and explore.
The defining feature is how ASLA enables a learner to tell a story in little instruction
time, as was noted earlier. ASLA has a clear goal in mind, a story of epic scale. At the
beginning of a game a player is given a tutorial of skills that correlate with pushes of a
button. This same process is realized in ASLA with the first skill set. The introduction of
sixteen nouns gives the learner skills they will be using throughout their lessons. As one
progresses through the games, the skills become more refined and complex through
button combinations resulting in more points for a character. In ASLA the introductions of
further skill sets expand on the first skill set by aiding the learner to speak more complex
phrase in multiple grammatical structures resulting in an increased range in
communication.
Finally, games usually lead to an epic boss where the hero must defeat a strong
foe and all the skills the player acquired during the course of the game will be used to be
victorious. Consider a pilot simulation to be a game, which it can be considered, and the
‘big boss’ is the when the pilot flies a real plane. The skills acquired from the time and
lessons learned inside the pilot simulation have resulted in improved flying skills. The
story one learns through ASLA is, in this sense, the epic boss. All the skills acquired from
the ASLA Landscape give the learner the skill to tell a story. These are activities with
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higher meaning; hence, they draw people’s attentions and emotions.
The pedagogy of ASLA is effective because it fits to the contours of what our brain
needs. It has shown an exponential growth of success in its respective field as the pilot
simulation and flies along the simple guidelines of an SLP. ASLA is successful because
it utilizes correct science.
Impact on Language Revitalization
ASLA has the potential to create meaningful impact on language revitalization due
to its ability at successful language learning. A very important detail of ASLA is its
adaptability to fit a cultural need. Linguists have written plenty of linguistic theories and
articles that serve the larger linguistic community. Although many articles and publications
linguists write are popular and well researched and written (I enjoy looking at the linguistic
circus because I know the jargon) they are unusable by your typical Indigenous language
learner. A good example would be Don Frantz Blackfoot Grammar (1997), which is very
detailed and a useful tool for anyone studying the Blackfoot language for the purposes of
language analysis. Most, if not all, grammar books are being written for non-Indigenous
communities, particularly for linguists and people who understand linguistic jargon. In
order for endangered languages to live they must be spoken, not preserved in a western
educative paradigm.
Lesson plans based on linguistic analysis and western pedagogy can also be
insensitive to a culture belonging to a language being taught. As for my own personal
experience, I want to speak Blackfoot, tsiissṫǎa nǎa˝kaitsiipo´yiis, and I became a linguist
to help me speak Blackfoot but it helped me speak linguistics instead. This is nothing
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light, not meant to be a poetic statement as much as it is the truth. In the summers of
2009 and 2010 I was in a program, Bridges, that set me up to do one-on-one work with a
linguist, who I shall not name, and I must add is an outstanding person. I was excited to
do some real language work and in the first summer I measured the voice onset timing of
the Blackfoot voiceless consonant stops. The research was concluded and put on a
poster board very nicely and shown as a work in language revitalization. Although I was
praised for contributing to language revitalization I still did not speak the language. That
summer did nothing to improve my cognitive and speaking skills.
I returned to the program in 2010 with the hopes that the linguistic analysis
experience done I can use the program to actually learn Blackfoot. However, it was the
same mission, a phonological analysis of whether or not a specific morpheme was a
combination of two separate phonemes or a single phoneme realized as a diphthong.
Again I did the work but became depressed and anxious because my goal, my need, of
learning the Blackfoot Language was placed aside in favor of linguistic gobbledygook.
While linguistic analysis methods are beneficial in close examination of the features of
Blackfoot, these methods did not prove beneficial in learning the language for the
purposes of communication. Because of this, I affirm that these methods of language
"preservation" cannot be equated with language “revitalization." Indigenous people in
academia who are looking for skills to revitalize our language are being seduced into
linguistics, a science that is prevailing over the death of the very thing it studies and
potential work that can head tangible language skills is cast to the side while doing so.
There is a gulf between the methodologies’ of the linguists and the cultures and
needs of Indigenous peoples. ALSA breaks these cultural divides and conforms to cultural
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needs and specifications. It requires no reading, writing, or translating the target language
into another language. It succeeds in teaching learners the target language at a fast pace,
and it is very cost effective. For endangered languages without a standard written
orthography and low on resources, ASLA can potentially be a great tool to offer such
endangered language revitalization efforts. I have learned Arapaho through ASLA
through the means of one instructor, one speaker and absolutely no reading or writing.
My failures in Blackfoot coupled with my success in Arapaho showcased a vast difference
in a failed linguistic method and a successful ASLA method.
To the Blackfeet people the Blackfoot language, niitsiiṗo´˝sin, is alive; and ought
to be treated as such. The method of analyzing a language by word lists; creating rules
and syntactic theories, and grammatical equations renders language static- a fossil to be
mused upon. The difference between a person who studies and analyzes a language,
such as a linguist, and a speaker can be explained by how two people can have a
relationship to a horse. One person, the linguist, can take apart a horse’s body and give
you detailed facts and theories of the anatomy. They have all the pieces and examined
all separate organs in fine detail and the nature and their diverse functions. The other
person, the speaker, may not be able to tell you much about the anatomy of the horse
but they know how to ride it, to feed it, to live with it. The point is that the speaker is in
relationship with a living horse and skills that enable one to ride the horse. The other
person lives with a dead horse and information. ASLA treats the target language as a
living entity, which enables the language learners to develop the skill to ride this
metaphorical horse.
Language preservation is largely a fossilization of endangered languages.
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Languages are being captured and put on road signs as ornaments as a headdress that
that is displayed as an exhibition at a museum. These aspects provide profound insight
on how ASLA can benefit the landscape. ALSA does not preserve the language; it instills
life into it and, in doing so, can make the preserved language materials useful. Western
practices have been “preserving” language, like insect trapped in amber, ASLA
“rejuvenates” a language, like a butterfly emerging from a crysalis. It is an Indigenous
methodology created by an Indigenous person that is attached to an Indigenous
perspective. With regard to the larger world and the peoples who are finding themselves
working to save their languages this information is important.
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CHAPTER 3
Understanding the position of endangered languages requires awareness of the
hardships involved to teach and learn them. Endangered languages don’t always, if they
ever, have a speech community. The number of speakers of a language are so small and
dispersed that when the language is spoken it is sporadic, unpredictable in both time and
location, and the people within hearing range are, more often than not, non-speakers of
the language. Unless you personally know speakers, there is a high chance that you may
never hear some languages ever spoken extensively. Exposure to the language is limited
to classes, ceremonies, and a storage house of language data.
Endangered languages are, for the most part, economically dead. The economic
realities of an indigenous community require one to use the colonizers language when
engaging in the economy as there are no economic advantages in learning an
endangered language (unless that economic advantage is rooted in cultural appropriation
and exploitation, a topic beyond this scope of this paper). Because of the resultant
financial opportunities to trade and partner with numerous Spanish-speaking countries
one can learn Spanish in the USA and it will help them with trade deals, partnerships,
etc…. Learning niitsii•ṗo´•˝sin, a language indigenous to North America invaded and
oppressed by the USA and Canada, would not help with any business ventures or
significant economic advantages within these countries. It is important to recognize that
the colonizing world values capital wealth, yet learning an endangered language is
dependent on people valuing it as something other than economic exchange.
Colonization is rooted in exploitation and colonized approaches to language revitalization
will ultimately lead to exploitation.
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Organizations, buildings, and signs are built to give a small reserve for the
languages but organizations are bought and sold, buildings crumble, and signs fade. The
Blackfeet Reservation has signs on the road for each town and various other
locations/things written in niitsii•ṗo´•˝sin in an inconstant writing system, a topic that will
be examined shortly, and serve largely as ornaments and aesthetic pieces rather than
projecting tangible information. They are all accompanied by an English translation
(rendering the niitsii•ṗo´•˝sin redundant). When an individual sees road signs the
niitsii•ṗo´•˝sin is there to look nice, not to be read or provide information; only the English
is used to provide information to the reader.
In the tribal-owned grocery store on the Blackfeet Reservation, the signage written
in English. When you need to know where meat, eggs, or light bulbs are located you use
the English to find where they are. This is another example of how endangered languages
are given inferior treatment. Signs written in niitsiiiṗo´•˝sin are used as exhibition, an
object to be displayed that reflects a forgotten and long-lost time, not a means for the
reader to receive useful, economic information. The practical information that drives the
local economy is rooted in the colonizing language. If one wants to learn words in French
or German one can utilize media, literature, apps, and Internet to learn words and phrases
and stories, whereas these outlets are severely limited for an endangered language.
Books, films, social media, etc., serve as landscapes for stable languages, they give
these languages the homes that niitsii•ṗo´•˝sin do not have.
It is not by accident you don’t hear niitsii•ṗo´•˝sin much. This is by colonial design.
This topic is complex involving trauma, policy, and economy. Because of the complexity
surrounding the endangered language revitalization, for language teaching to be
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successful it must acknowledge and address deep emotional associations with the
language, recognition of the language’s importance, and respect the cultural history of a
people. Nancy Dorian and colleagues write, “The phenomenon of ancestral-language
abandonment is worth looking at, then, precisely because a good many people, especially
those who speak unthreatened languages, are likely to have trouble imagining that they
themselves could ever be brought to the point of giving up on their own language and
encouraging their children to use some other language instead (Dorian et. al. 1998, 3).
We can explore the politics, emotions, personalities, and trauma of language revitalization
for pages and pages, and books and books but this chapter, however, is concerned in
explaining the realities and failed pedagogy of language teaching methods Nonetheless,
it is nothing small when bringing forth the complexity, pain, and politics behind language
revitalization. This chapter is written in response to my own community, The Blackfoot
Confederacy, and our constant rhetoric and excuses that we do not need to have a writing
system. This chapter says otherwise.
Storage units and garden
Most people in my community do not read books. By kindergarten, books are a
major source of the 10,000-word repertoire of the average five-year-old (Biemiller 1977 &
1999, Gleason, ed. 1993). However, my community suffers from what some experts refer
to as the ‘Mathew Effect,’ taking its name from The Book of Mathew and the statement
‘“For to every one who has will more be given, and he will have abundance but from him
who has not even what he has will be taken away.” -Matthew 25:29, More commonly
known as “the rich get richer and the poor get poorer.” It is frequently used in education
to refer to the idea that people who read well read more, which leads to great vocabulary
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expansion and expert reading, and people who read less to struggle to read, learn few
new vocabulary words, and subsequently, will find reading more complex texts
challenging, which leads to novice reading. It is known that students who read more have
a greater opportunity to learn new words than those who do not read (Cunningham A.E.
& Stanovich K.E., 1998). I would assume that, for my community on the Blackfeet
Reservation, the average five-year-old’s vocabulary is well below national standards. This
leads to a significant reading discrepancy; there is no accepted standard orthography for
niitsii•ṗo´•˝sin, and a language that has numerous inconsistencies with its written form is
troublesome. The conventional attitude on amongst a majority of niitsiitṫǔṗii is the
philosophy: “spell it how you think” or “spell how you want.” This is not efficient.
When a written word’s orthography is inconsistent, it makes each reading act a
guessing game. Understanding a word in the written form requires recognizing the word.
To comprehend a word one must recognize a word (Anderson, R.C. & Freebody P.,
1981). When a word is represented in multiple media with different spelling, its meaning
is distorted, as is the pronunciation. This has a particularly negative impact on people
learning the language. One must recognize a word to know a word. Specific writing styles
can utilize separate neurological routes and structure than another spelling style (D.
Bolger, et. al, 2005). The human brain has developed the ability to read and recognize
writing in various ways; phonetic, morphemic, and graphemic. Words such as ‘fly’ and
‘free’ are decodable. These words adhere to orthographic rules the communicate their
pronunciation patterns to the reader. This is the process reader employ when reading
phonetically. Reading phonetically is generally the main route one utilizes when
encountering new or foreign words (Dehaene, 2009). This is also the route people use
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when trying to write a word in niitsii•ṗo´•˝sin. When trying to write ṗiik̇ǔni (a name for one
of the bands of the Blackfoot Confederacy) people come up with many different
interpretations, examples include, but are not limited to: bee-gun-knee, Piikaanii,
Beegunii, Peiganee. Constantly having to interpret the intended message of the writer is
difficult and renders words complex and ambiguous; mysterious artifacts of culture that
one must muse upon to discover their pronunciation and meaning,
The morphemic route is involved when reading a word such as ‘unbuttoning.’ A
reader can separate the word into its morphemic units, un + button+ ing. “The
decomposition of a word into its morphemes is an essential step on the path the leads
from vision to meaning” (Dehaene, 2009, 22). Reading morphemically allows the reader
to see the morphological relationships of sign, design, and signal. Although the
morpheme is pronounced differently in each word, the reader can discover that each word
shares a history and are semantically related. A language that does not have consistent
writing makes it difficult, sometimes impossible, to identify and segment the morphemes
it contains.
A Grapheme are refers to a letter or a sequence of letters that represent one sound
(i.e., phonene), such as ‘ough.’ The ambiguity in the letter sequence of ‘ough’ is solved
through context and read as one symbol. In his book, Reading in the Brain, Stanislas
Dehaene writes, “The route from spelling to sound is not a high-speed highway devoid of
obstacles” (2009, 30). Understanding how we read is paramount when approaching a
language without a standard orthography. Any language being taught through the
medium of reading and writing ought to respect these aspects of reading. Failure to
respect pronunciation, meaning and how they are deciphered through reading and writing
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will ensure failure to create an effective orthography for any language.
Neuroscientist Guinevere Eden at Georgetown concluded that different writing
systems set up their own distinct brain neural networks in the development of reading
(Eden, 2000). For example, a Chinese business man who spoke English as a second
language had a stroke in the posterior areas in his brain and suffered from alexia, a
phenomenon where one loses the ability to read yet retain ones ability to write, although
verbal language may be preserved. Even though his neurological network for reading
Chinese was damaged he retained his ability to read English (Lyman et. al. 1938). As
Maryanne Wolf states in her book, Proust and the Squid: The Story and Science of the
Reading Brain,
Reading in any language rearranges the length and breadth of the brain…
…there are multiple pathways to fluent comprehension, with a continuum
of efficiency taking varied forms among the varied writing systems. Factors
like the number of symbols in a writing system, the sound structure of an
oral language, the degree of abstraction, and the extent of motoric
involvement in learning a script will influence both the efficiency and
specific circuitry of a writing system (64).

This information should indicate that reading and writing a specific language is delicate,
complex, and utilizes specific linguistic faculties of the brain. Cognitive scientists at the
University of Pittsburgh found three common brain regions used differently across writing
systems. First, the occipital-temporal area, responsible for visual processing, is activated
in recognition of the symbols within a writing system. Second, a region anterior to Broca’s
area is activated when a reader analyzes phonemes within words and their meanings.
Lastly, the region spanning the upper and lower temporal lobes and adjacent parietal

36
lobes is used when processing elements of sound and meaning. Just simply imagining a
word written will activate neurological routes primed for reading within the brain (Booth
et. al., 2002; Cohen et. al., 2004; S.M. Kosslyn et. al.,1993). Literacy is known to
drastically change the brain and a person’s idiolect (Dehane, 2009). It is important to
understand that reading and writing has effects on a reader’s neurology and their personal
relationship with language.
Maryanne Wolf informs us that, “at the neuronal level, a person who learns to read
in Chinese uses a very particular set of neuronal connections that differ in significant ways
from the pathways used in reading English. When Chinese readers first try to read in
English, their brains attempt to use Chinese-based neuronal pathways” (2008, 5). This
information is a clear indication that the philosophy of, ‘spell it the way you want’ because
the learner will not develop a neuronal pathway when reading the target language and
will resort to using their English neuronal pathway. Each time an individual repeatedly
encounters a written word represented in a consistent, predictable orthography
comprehends the meaning of that word and pronounces that word he or she strengthens
the neural pathway that connects semantic, phonological, and visual networks.
Spelling words inconsistently does not do this. Thus, I believe that the philosophy
of ‘spell it the way you want’ makes people read the target language with an English
(colonized) brain. It also eliminates a strategy for a learner to write down a new word
effectively. Analyzing written language plays a large role in how one learns a language.
Oral language is transient- the moment it is spoken, only the memory of it remains. Written
language is permanent allowing the learner opportunities to examine it more thoroughly
and for various aspects whereas a learner of a literate language can develop strategies
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for turning newly acquired words into print (Ukrainetz, 2007) In English, most children in
the early elementary grades learn that the past tense grammatical marker -ed is spelled
consistently regardless of its pronunciation (e.g., bagged, faded, and walked). That is, the
orthographic representation is stable although the pronunciation is variable. With this
knowledge, children apply this grammatical marker to new and even “pretend” words
(e.g., “I like to drub. I drubbed yesterday.”). learners of a non-literate language are unable
to develop this strategy. Instead, they rely on rogue spelling techniques that have no rules
and remain inconsistent. When students learn to read a language they discover that the
print is organized in specific ways and realize how the written language and oral language
work in tandem (Justice, L.M., & Ezell, H.K, 2002). This is a process in which learners of
niitsii•ṗo´•˝sin are deprived.
Inconsistent writing systems can create confusion and misunderstanding for a
learner while reading the language, or a speaker when attempting to read. “While
revivalists often dream of restoration, they are far more likely to succeed in achieving a
measure of transformation” (Bentahila, et. al. 1993, 355). This is imperative to discuss,
linguists have worked on niitsii•po´•˝sin with good intentions but have had little impact
revitalize the language. Rather, they transformed how niitsii•ṗo´•˝sin is enunciated due to
their spelling systems. To illustrate this point, the word ‘niitsii•po´•˝sin’ has been
mispronounced as a result of how others have spelled the word. Frantz (1997) spells it
as ‘Niitsi’powahsin’ and Jack Holterman spelled it as ‘nizipowahsin.’ Both spelling
systems have influenced people people to mispronounce the word. Rather than saying
niitsii•ṗo´•˝sin they are pronouncing it as ‘niitsii – poo – wah – sin’. They have inadvertently
influenced learners to improperly pronounce niitsii•ṗo´•˝sin.

38
Another significant problem learning niitsii•ṗo´•˝sin through reading and writing is
that reading eliminates actual sounds from the language. It is not necessary to speak
words in order to read them. Speakers and readers do not have to use their vocal chords
when reading and/or writing. A learner dependent on reading and writing will not develop
the proprioceptive knowledge of the speech mechanism (e.g., lips, tongue, palate).
Practice speaking the target language enhances proprioceptive knowledge of the speech
mechanism (e.g., lips, tongue, palate) and is essential for developing sensory motor
memory for speech production. Speech production can be aided with graphemes to
represent the targeted phonemes of the language. A standardized orthography can help
connect written language to oral language in ways that inconsistent writing patterns
cannot.
Learning an endangered language is a situation vastly different than learning a
stable language. Comparing and contrasting how learning an endangered language as
opposed to learning fictional languages may provide insight into this situation. Fictional
languages (e.g., Dothraki, Klingon) are synthetic and have no native speakers. Organic
languages have native speakers related through either genes and/or geography and are
the result of cultural/human evolution. With respect to reading and writing, organic
languages gave birth to literature, whereas fictional languages are born of literature.
Learning an endangered language seems to result in the same difficulties as learning a
fictional language. When learning niitsii•ṗo´•˝sin, one encounters numerous barriers, such
as, 1) few

opportunities to hear or use the language; 2) minimal presence of the

languages within media and literature; 3) The few opportunities to learn the language
involve reading, writing, and analysis of the language rather than authentic
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communication; 4) Language speakers and language learners are often separated by
geographic distance; 5) Opportunities to authentically communicate in the language are
rare and usually involve organizing an event for this specific purpose; 6) the speech
community is completely dependent on speakers stepping outside the culture of the
dominant language, and, very likely the organizations take place in the dominant
language. This is the same situation as someone learning Dothraki (a fictional language
from George RR Martins’ Song of Ice and Fire), Sindarin (the Elvish language in JRR
Tolkien’s Middle Earth fantasy), and Klingon (Star Trek). These languages are seen as
high marks of ‘geekness’ and give fans prestige amongst other fans much like knowing a
bit of niitsii•ṗo´•˝sin gives a person prestige amongst the niitsiitṫǔṗii, which is a mark of
niitsiitṫǔṗyǎ•ṗii. Understanding these facets is critical in recognizing the hardships of
learning such languages. However, a fictional language has never been oppressed nor
has one ever received a colonial empire set on its destruction.
In one conversation I had with ‘Benwin’, an individual who studies Elvish, or
Sindarin, informed me that thousands of people are interested in the language and about
one hundred people actually pick it up as a strong hobby. Benwin has been studying
Sindarin for eleven years and remarked that although it is nearly impossible to be fluent
in the language, she experiences little difficulty reading it. The most important thing
Benwin told me was that without a firm grasp of linguistics Tolkien’s work would “go over
your head.” Klingon shares the same situation as Sindarin. Linguist Dr. d'Armond Speers
tried to raise his son as a native speaker of Klingon but the child eventually became
frustrated with the language for its minimal vocabulary and stopped using it. In emails Dr.
d'Armond and I have exchanged he stated that just over ten people are conversationally
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proficient in Klingon. He further noted that although nearly 100,000 people are interested
in Klingon, the speakers are what he called ‘language geeks’ before that can be
considered Trekkies. He also informed me that much fan literature is written in Klingon.
Knowing that Klingon has a more consistent orthography it is not unreasonable to suggest
that a learner may have an easier time building a linguistic foundation in Klingon than in
an endangered language with no standard orthography.
If the desired result is to create a new generation of speakers, then reading and
writing niitsii•ṗo´•˝sin alone is not yielding the desired results. Don Frantz, in writing a
Blackfoot Grammar, uses complex linguistic terminology, such as intransitive animate
verbs, affrication, centripetal, and centrifugal force, which are defined by complex
mathematical equations that describe a force of inertia either being forced inwards or
outwards from a particular center of rotation. Describing syntax of an endangered
language with complex concepts may help linguists but it does next to nothing for the
reservation community to understand their heritage language. To make sense of
linguistics, one must possess linguistic skills, thus this approach is not guaranteed to
make a meaningful impact within a language. Much like fictional languages, most of the
linguistic work done in niitsii•ṗo´•˝sin is inaccessible to the majority of people, particularly
those for whom it is a heritage language!
Psychological aspects and hurdles within Indigenous communities are worthy
aspects of examination. Dr. d'Armond mentioned how many people will claim to speak
Klingon even though they may only really know a few words and phrases. This pattern is
very prevalent in my own experiences within Indigenous communities. I know many
people who claim to be fluent in niitsii•ṗo´•˝sin but only know a few words and phrases
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and a memorized passage. These claims are not only wrong, they are also also
dangerous. People who display these language deficits don’t appear to be aware of the
fact that they are not fluent; many people profess fluency despite their linguistic skills in
the language being similar to a person suffering from aphasia. In their article Unskilled
and Unaware of It: How Difficulties in Recognizing One's Own Incompetence Lead to
Inflated Self-Assessments, Justin Kruger and David Dunning (1999) write about how ones
cognitive bias leads to mistakenly thinking their ability in a specific area is higher than it
really is. Known in the field of Psychology as the ‘Dunning-Kruger effect’, it is best
summarized in their article, “We propose that those with limited knowledge in a domain
suffer a dual burden: Not only do they reach mistaken conclusions and make regrettable
errors, but their incompetence robs them of the ability to realize it” (1132). This is worthy
of mention because many people will claim fluency in an Indigenous language when they
are very low-skilled, but through their claim they eliminate self-doubt and then do not
apply themselves to learn the language with more rigor and passion. Another major
psychological factor that has heavy influence on language learning is how a learner
perceives a target language but does not speak it. For some people who do not know
niitsii•ṗo´•˝sin and had little access to it growing up, but heard tribal leaders speak of the
languages’ spiritual strength and cultural value they developed a mythical sense of the
language. People are only learning the connotative meaning to words but fail to examine
the intimate details of the denotative meanings to words, specifically because people tend
to talk about words more than speak words. When emphasis is placed on connotative
meaning with an explanation about the word in English, that meaning is dependent on the
English, thus rendering it “mystical." People then treat the language not as a human

42
language but as a mystical force akin to spells, enchantments, and incantations. Thus,
saying kǎwaipṗiiksiṫ´ (open it [the door]) is not understood as a word with syntax and
grammar but as a magic word like ‘alohomora’, the spell from JK Rowling’s Harry Potter
novels used to open doors magically. To the learner, words change not because of syntax
and grammar, but because of some spiritual intervention, a magic language.
TPR (Total Physical Response) can lead to the same result. That is, hearing and
knowing how to respond to a word, but having no real understanding of the language’s
syntax and concepts. In niitsii•ṗo´•˝sin we have a grammatical feature that signifies an
instruction and/or command. On the Blackfeet Reservation, while witnessing how people
utilize TPR, they operate the entire class with commands, such as; ‘give me the pencil,’
‘give him/her the pencil,’ 'put the pencil in the box,’ ‘put the pencil in the corner,’ and ‘run,’
‘jump up,’ and ‘lay down.’ The word ‘run’ in niitsii•ṗo´•˝sin changes in different ways than
in English, specifically the way it is said when giving a command and when spoken in the
infinite form. In both cases it is ‘run,’ as in; ‘that woman likes to run’ and ‘run, Forest, run.’
In both verb paradigms the words are the same in English but are different when in
niitsii•ṗo´•˝sin. For example, ōomǎ ǎa•kii iikīyǎa˝ssō´ksskǎasii ‘that woman likes to run’
and ō´kssk̇ǎasiṫ´ Forest ō´ksskǎasiṫ´ ‘run, Forest, run.’ The base verbs in niitsii•ṗo´•˝sin
changes, whereas the verb in English does not. I have witnessed children learning
niitsii•ṗo´•˝sin through TPR try and say the sentence ‘she is running’ but used the
command form because their first-language syntax, English, dictated their perception of
niitsii•ṗo´•˝sin. I mentioned this to a linguist and the response was, ‘that’s ok, languages
change.’ Further, I have heard students argue about the meaning of the word
´ṫāisinǎkyō´•ṗ´ (an apparatus used for marking/writing/drawing); one student swore it
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meant pencil and the other swore it meant pen. The students were both right and wrong.
They were both right with their understanding that pen and pencil are what ´ṫāisinǎkyō´•ṗ´
refers to but they were wrong in thinking that ´ṫāisinǎkyō´•ṗ´ means pen or pencil. Both
students were not thinking about the word in the context of niitsii•ṗo´•˝sin but through the
lens of English. The word literally means ‘what we make markings with’ and can be used
to refer to a pen, pencil, camera, crayon, marker, etc.
When considering the limited length of a language class and how rarely the
language is heard and spoken, TPR doesn’t necessarily give a student the pleasure of
having meaningful conversations with a speaker. TPR does create meaningful class time
but the meaningfulness is convinced to the classroom. When I took my first class and was
instructed to perform tasks in TPR I was happy that I was responding to the language
input correctly. The instructor would tell me ksikkīyiṫ´ (walk) I would respond correctly by
walking then I would be told mǎakō•ṗiiṫ´ (sit down) and I would respond correctly and sit
down. I remember telling my mother how happy I was learning the language and soon
after we saw an aitsii•ṗo´yi (speaker of niitsii•ṗo´•˝sin). My mom told me to go speak
Blackfeet to that person. My first response was to go to the person and recite all the words
I know, but I realized that would not be respectful to tell an elder. TPR gave me the ability
to make commands, such as; jump up, stand up, turn around, go away, come here, etc…
but those are phrases I would never tell an elder. The language I learned was of little
value for the people whom I wanted to speak. They would perhaps be offended if I
approached them with such commands. While TPR does provide the learner with a limited
amount of vocabulary and some workable syntax, these lessons are not generalizable to
authentic contexts. Having examined the relationship reading has with the brain, now I
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want to examine the relationship learning a language has with the brain.
Fedio et. al. (1992) found that there is more diffuse brain activity within a second
language than in the first language, which the authors believe has more to do with the
process of memorizing words and phrases involved in learning a second language.
Additionally, individuals who acquire a second language later in life show more righthemisphere involvement (Vaid 1983). Interpretation of this data suggest that, “the
variation in the right hemisphere involvement may be due to the lack of a single route to
L2 [second language] knowledge: second languages may be learnt by many means
rather than the single means found in L1 [first language] acquisition and, consequently,
may have greater apparent hemispheric spread.” (Cook, 1992, 572). My suspicion about
a greater involvement of the right hemisphere is due to the methods being employed not
stimulating the language neurological networks properly and the brain compensating by
dedicating more resources to the language.
It is my position that language revitalization is a cultural rehabilitation. Indigenous
communities have been injured and it is the language teacher’s duty to heal and alleviate
the pain in the community through strengthening the language. To understand the
relationship between the endangered language and an endangered language learner,
important insight can be gained in examining the relationship between a person with
‘aphasia’ and the language abilities they have lost. Aphasia is a loss of language ability
resulting from damage to the brain, specifically the linguistic regions of the left cerebral
hemisphere. No two people experience aphasia in the same same due to the intricacies
of the injury and the diversity of each person’s brain. Also, no two endangered languages
experience language loss the same. Many learners of niitsii•ṗo´•˝sin do not have the
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ability to manipulate or create basic grammatical formations, but they can develop
procedural knowledge and memorized isolated vocabulary words, such as; days of the
week, colors, numbers, animals, etc. This mirrors ‘agrammatsm’, a phenomenon of
“automated verbal sequences, such as reciting days of the week” (Off, 2013, 40). The
people reciting word lists in niitsii•ṗo´•˝sin rarely possess an emotional connection to the
words they produce. For most learners it would be a stretch to consider their usage of
niitsii•ṗo´•˝sin as a distinct language because most, if not all, words a learner would know
they are translating it directly into an English word/concept.
By using written words as the crutch for language production the language is not
being stored in the brain in a manner as a natural learner would. Word lists and
dictionaries become the primary sources of language for leaner’s rather than lexicon and
syntax being integrated in the overall language network. The language becomes a
collection of storage units scattered through the reservation and universities where you
must travel to remember a word rather than a language garden in the back yard where
you grow your own idiolect. Socrates, the Greek philosopher, had a concern that if people
recorded history through text then that would result in people misusing what was
recorded. He felt that people would write things down not ‘to’ remember but so they would
‘not have’ to remember (Wolf, 2008, 69-78). Due to the learner’s brain not being properly
stimulated by the language drills, they usually result in writing information down so that
the pen and paper can remember it for them and not their brain. When people recite their
procedural lists and/or forget language pieces, they refer back to a written form of the
word and visualize it. As they read the language it seems very much like they are
displaying the same deficits as someone with ‘pure alexia’ and ‘deep alexia’ because of
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their weak connection between semantic and phonological processing. They mumble
their way through a word or sentence and produce a pronunciation based on the letters
and, depending on their experience and knowledge of the phonology of the language, will
produce the word with a heavy English accent. Taking the conversation further, I have
witnessed a first-language speaker of endangered language knowing how to transcribe a
word, completely aware of every symbol and letter they write, yet lose the ability to read
their very own writing after a set time.
In February 2014 Narcise Blood and Alvina Horse on Top traveled from the Blood
Reserve to the Blackfeet Reservation and conducted a language class. They had brought
with them a list of six words written under the influence of the Frantz system. What was
interesting

was

that

one

particular

word,

which

they

spelled,

’Tsakiohtssowaitsi’poiyohpowaa’ or, as I would write it tsǎa•kyō˝tssǎwaitsii•ṗo´y´ṗo´wǎ,
(why is it ya’ll are unable to speak niitsii•ṗo´•˝sin?) gave them a lot of trouble while trying
to read. They were unable to read the word that they, themselves, had written. This
phenomenon mirrors alexia in that a person with alexia can still write but are unable to
read. They may or may not be able to recognize the shape of letters and copy written
passages and they fail to compute the meaning of the stringed letters or, if they can piece
the strings together, it takes more time, sometimes five to ten seconds for a single word.
(Dehaene, 2009, 55-58). A learner reading reciting word lists often spend much time
before they can read and understand niitsii•ṗo´•˝sin, sometimes, due to the poor
orthographies we have had, a reader may never read the word correctly and may never
read the word correctly due to the historically poor orthography. Research suggests that
alexia is the result of a lesion in the left occipito-temporal region Dehaene, S., et. al. &
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Cohen). Anatomists call it the left ‘occipito-temporal area’, and neurologists Laurent
Cohen and Stanislas Dehaene call it the ‘visual word for area’. For simplicity Stanislas
refers to it as ‘the brain’s letterbox’. I am not suggesting that there is a lesion in the brain
of someone unable to read their own writing for a language that does not have an
orthography, but I am using this to drive the point that the writing forms do not hold any
intrinsic value to stimulate the brain’s letterbox. Stanislas Dehaine (2009) states:
Visual analysis is only the first step in reading. Subsequently, a variety of
distinct representations must be brought into contact: the root words, their
meaning, their sound patterns, their motor articulation schemes. Each of
these operations typically demands the simultaneous activation of several
separate cortical areas whose connections are not organized in linear
chains.” (64).

The information passes through the brain’s letterbox, which then activates linguistic and
visual networks in the brain. The networks working in concert result in the ability to read.
Furthermore, “A written or spoken word probably activates fragments of meaning in the
brain in much the same way that a tidal bore invades a whole riverbed” (114). Dehaene
describes this as a ‘cerebral tidal bore.’ He goes on to write, “A known word resonates in
the temporal lobe networks and produces a massive wave of synchronized oscillations
that rolls though millions of neurons. This tidal bore goes even far as the more distant
regions of the cortex as it successively contacts the many assemblies of neurons that
each encode a fragment of the words meaning” (114). Dehaene finishes his paragraph,
“An unknown word, however, even if it gets through the first stages of visual analysis,
finds no echo in the cortex and the wave it triggers is quickly broken down into inarticulate
cerebral foam” (114). Dehaene determines that we have two essential stages in reading:
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the orthographic filter, and the semantic filter. The orthographic filter accepts the
orthography and the semantic filter summons the words and meaning.
Panagiotis Simos at the University of Texas, along with collaborators, studied the
effects of reading pseudo-words. A pseudo-word is a fake word that obeys the phonetics
and spelling of a specific language. It seems as if many people reading niitsii•ṗo´•˝sin
struggle to read the language because the written forms people use are registered as
pseudo-English words within their linguistic factory rather than as a distinct language.
They have no mental activation of a niitsii•ṗo´•˝sin lexicon. Matapi, ninna, and sinopaa
are words you find in niitsiiṗo´•˝sin but also, when written in this manner, obey the
conventions of English, thus registering them as pseudo-words. Semantic areas are not
strongly activated by a pseudo-word that carries no meaning. Take note; ‘ṗiikǔnii’,
‘Piikanii’, ‘Piikani’, ‘Bee-Gun-knee’, ‘beegunii’ are all the same word and forms that I have
seen people write in dictionaries and social media. Maryanne Wolf (2008) writes,
“pseudo-words stimulated little activity beyond their identification in the visual associated
regions. For real words, however, the brain became a beehive of activity …the difference
between the two arrangements of the same letters –only one of which was a word –was
almost half a cortex” (35). The writing systems for niitsii•ṗo´•˝sin do not stimulate the
linguistic network of niitsii•ṗo´•˝sin. Rather, the writing systems summon the English
network, thus treating the words as pseudo-words devoid of meaning.
I argue that due to the nature of how the niitsiitṫǔṗii have been reading
niitsii•ṗo´•˝sin that reading the many styles and systems does not generate a ‘cerebral
tidal bore’ within the reader’s brain. Panagiotis Simos’ findings from University of Texas
can also help explain one of the many difficulties in dealing with multiple writing systems.
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Simos found that pseudo-homophones, such as: hed and wimen, words that pass our
orthographic filter and take a little more time to be processed in the semantic filter than it
would take to process head and women. It is reasonable to suspect that all the different
spelling methods used for niitsii•ṗo´•˝sin is causing an effect similar to what pseudohomophones do to the English reader. All these facets make reading niitsii•ṗo´•˝sin
difficult effort by allocating more neurological resources to decipher the spelling. A student
cannot move on to new challenges if newly acquired input continue to use up their
cognitive resources. At some point the acquired language ought to become an automatic
process rather than continue being dependent on conscious effort (Ukrainetz, T.A. 2007).
Learners who rely on word and phrase lists never graduate from the conscious,
connotative understanding of words to the intrinsic, denotative understanding of
niitsii•ṗo´•˝sin. Reading niitsii•ṗo´•˝sin does not trigger any meaning for the reader.
Learning a language requires more than reading alone. Ray Kerzweil, in his book How to
Create a Mind: The Secret of Human Thought Revealed, explains his process of creating
a machine with the competency to mimic human speech. The technology he developed
eventually became Siri, the natural language user interface, which works as an
application for Apple Inc. Kerzweil writes of creating the technology, “The linguistic rules
we had programmed were breaking down and could not keep up with the extreme
variability of spoken language” (137). He continues, “our biological cortical hierarchy is
used not only to recognize input but also to produce output” (144). The linguistic rules
failed to create a proper simulation suitable to mimic speech. Kurzweil was forced to
respect the intricacies of the biological process of human language. The spectrogram that
allowed computers to simulate human language converted waveforms into multiple
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frequency bands, which identifies phonemes based on distinguishing patterns of
frequencies and identifying words based on identifying characteristic sequences of
phonemes. Language is diverse and individual speakers have their own idiolects that are
inconsistent, or a type of free variation, with the execution of their speech sounds and
syntax. Language is not linear and cannot be learned in a linear path. When learning a
language one must learn how to not only react to input but how to reply and contribute to
the input. Kurzweil (2012) writes,
Whereas our previous speech recognition systems incorporated specific
rules about phoneme structures and sequences explicitly coded by human
linguists, the new HHMM (hierarchical hidden Markov models)-based
system was not explicitly told that there are forty-four phonemes in
English, the sequence of vectors that were likely for each phoneme, or
what phoneme sequences of vectors that were likely for each phoneme,
or what phoneme sequences were more likely than others. We let the
system discover these “rules” for itself from thousands of hours of
transcribed human speech data. The advantage of this approach over
hand-coded rules is that the models developed probabilistic rules of which
human experts are often not aware. We noticed that many of the rules that
the system had automatically learned from the data differed in subtle but
important ways from the rules established by human experts (146).

Kurzweil harnessed our biological abilities to allow a computer to emulate language. He
reduced the complexity of the data by emphasizing key features; which were efficient to
make sense of information. “our neocortex is virgin territory when our brain is created. It
has the capability of learning and therefore of creating connections between its pattern
recognizers, but it gains those connections from experience” (Kurzweil, 2012, 62).
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Kurzweil, earlier in his book, writes, “human beings have only a weak ability to process
logic, but a very deep core capability of recognizing patterns” (38). When an AI discovers
language parameters on its own from training data it has proven more successful than
when the parameters are hand-coded by experts (such as linguistics). “Language is itself
highly hierarchical and evolved to take advantage of the hierarchical nature of the
neocortex, which in turn reflects the hierarchical nature of reality” (56). Linguistics is a
meta-language approach, thinking about language, and does not stimulate the
hierarchical nature of the neocortex for language learning. It is built upon thinking about
a target language with a more familiar language, more in line with describing words but
not using them. Richard Roberts and Roger Kreuz, in their book Becoming Fluent: How
Cognitive Science Can Help Adults Learn a Foreign Language, write,
The goal for using metacognitive skills in learning a language is to
eventually stop relying on these skills. That is to say, once we have
established mastered certain words, phrases, or grammatical patters, we
no longer have a reason to consciously reflect on them. In fact, continuing
to do so would be counter-productive and would slow down the flow of
communication (54).

An individual’s second language has more right-hemisphere involvement than their firstlanguage and some researchers believe it is the result of memorization and drills (Fedio
et. al. 1992; Vaid 1983). Although contested, research within the SLP (Speech Language
Pathology) suggests that efficiency and success in language recovery is based on
whether maladaptive or adaptive brain plasticity takes place. Recruiting the perilesional
language areas in the brain’s left hemisphere results in adaptive plasticity and recruitment
of right-hemispheric regions homologous to the perilesional left-hemispheric region is
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associated with maladaptive brain plasticity. (Off, 2013, 54) Some research hints that a
person who stutters has certain nerve fibers that are not connected as effectively in
linguistic regions of the brain, unlike a person who does not stutter. People who stutter
have more activation in the right-hemisphere during both fluent speech and ‘dysfluent’
speech. (Guitar, 2014). Whereas the linguistic regions of the left-hemisphere have
generations worth of evolutionary history that specialized them for the specific purpose of
speech, using other parts of the brain to learn speech is not impossible but those parts
are simply better at performing the tasks in which evolution gave its expertise. That is not
to say that any or all right-hemispheric involvement during language learning is wrong,
but left-hemispheric activation is more ideal.
The lack of effective language classes makes it tough for the learner to keep up
when they speak to an aitsii•ṗo´yii. The learner has made a commitment to thirst for the
niitsii•ṗo´•˝sin and seeks to quench their thirst by speaking and understanding it. Rote
memorization and the written word have provided only drops and the occasional cup of
water that leave the learner only thirsty for more but when they have the chance to speak
to an aitsii•ṗo´yii they are water boarded and drowned in a sea of language. Successful
language growth is dependent on thoughtful “planting” and nurturing that is provided with
appropriate tools and methods. Drops of water and flooding is not the way you want to
water what Dr. Neyooxet Greymorning has metaphorically referred to as a ‘language
garden’. We are dying of thirst for our language we must treat this as a medical situation.
Because niitsii•ṗo´•˝sin does not exist as a garden, a relationship between produce and
farmer, it has become a collection of ‘storage units’ or ‘language silos’, preserved pieces
of information written in too many ways. The language storage units become an
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exhibition, preserved pieces of information written in too many ways rather than a
‘language garden’ that grows and has a holistic relationship with the gardener/speaker.
Drawing back to the idea of a magic language and its ornamentation we get a sense that
the storage units will become a museum for people to view niitsii•ṗo´•˝sin.
Language revitalization must be approached with the intent of healing and building.
Just as an individual who has experienced a loss of language through a neurological
insult would seek language rehabilitation from a speech-language pathologist,
communities experiencing a loss of (heritage) language are seeking rehabilitation as well.
The niitsiitṫǔṗii have experienced massive language loss affecting the community, but
rather than a damaged brain, we have a damaged speech community. Each community
has experienced language loss differently and should have a method that will meet their
individual needs while maintaining cultural responsibility. Reading, writing, and linguistics
is linear and meta-linguistic, which may be difficult for Elder Native speakers to grasp and
doesn’t conduct a mental orchestra sufficient enough to create a conscious symphony.
The learner of the target language, the niitsiiṗo´•˝sin “patient,” exhibits symptoms similar
to; anomia — a deficit with the ability to summon words, verbal comprehension deficit —
an inability to understand or recognize spoking language, paraphasia, phonemic
paraphasia, neologisms, perseveration, and agrammatism. These symptoms have
resulted from the instructions and materials niitsii•ṗo´•˝sin patients have had that are not
stimulating the proper language acquisition. They are the result of poor language building
and are not not the result of lack of want, desire, or effort as much as it is the result of a
pedagogy that fails to activate the proper linguistic channels required for language
acquisition. Gabriel Wyner, author of the book Fluent Forever, describes learning a

54
language as akin to learning a sport; you learn to play the game as you operate under
the rules. This analogy can be taken further by illustrating that linguistics is merely
studying to be a referee of a sporting event; it does not mold you to athletic perfection to
play the sport. You can call a foul but you cannot perform a goal. It is also akin to drills
that do not necessarily match real situations. A referee, for example, knows what is and
what isn’t allowed in a sport but they cannot perform the sport. A sport does not last if it
only has referees and officials. A language will die if it leaves only a storage house of
words and phrases. A referee values rules and regulations but does not play the sport.
Linguistics values rules and mechanics; these values will not save a language, they
merely allow people to talk about rules and mechanics. Language methods value
repetition, which in itself is not bad, but “extra repetition is known as overlearning, and it
doesn’t help long-term memory at all” (Wyner, 2014, 29). Overlearning words creates
semantic satiation, the sound becomes void of meaning, thus devaluing the actual sound
of the word and as well as its meaning
When acquiring a skill there must be value to the skill and value in the method
utilized to transfer and/or teach the skill. The things linguistics, reading, writing, and word
lists do not see to value are sounds and meanings. Linguistics does value semantics,
phonetics, and grammar but those value systems lead to analysis of the language through
another language and/or technology over the authentic purpose of language- to
communicate. Daniel Everette writes about learning the Pinahās language in his book
Language: The Tool for Culture,
One night after I had been living in the village for about six months, my
main teacher, Kohoi, came into my hut and, in front of about a dozen
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Pirahās, said, ‘You have asked how to say milk. Now you live here like a
Pirahā. So you should say this sound’. And he proceeded to make the
linguolibial sound. Many times. It was a wonderful evening. I felt as if I had
found gold. It turned out, as I discussed this sound and collected more
examples over the next several days, that the Pirahās were sensitive to
the fact that Brazilians did not have this sound and that the river traders
made fun of them when they used it, claiming when they did that the
Pirahās spoke like chickens. So it has become a sign of cultural belonging,
no longer merely just another phoneme. A cultural object, the linguolabial
has taken on a secondary cultural value. (316)

It must be emphasized that culture is a collection of shared values and, along with the
culture of language revitalization, must value sound and meaning more than mechanics
and rules. It is thus important to understand the value of cultural objects to get a sense of
what a language teaching method must accomplish to make the target language a valued
cultural object.
In this chapter I have made a case to explain the impact that linguistics, reading
and writing have had on endangered languages. As Wayt Gibbs noted in his article Saving
Dying Languages (2002) “linguists have known for years that thousands of the world’s
languages are at grave risk of extinction. Yet only recently has the field summoned the
will—and the money—to do much about it” (79). Regardless of whether linguistics is or
isn’t effective in producing a proper pedagogy to activate a real learning environment to
facilitate language acquisition, what I wrote about in this chapter is important to consider.
With this in mind, when developing a language teaching method, it is important to
integrate Indigenous peoples’ values must be taken into consideration such that a
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pedagogy must prove itself to be fit to match Indigenous Peoples’ cultural values. In other
words, make sure that the methods fit into the culture, don’t make the culture fit into a
method.
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CHAPTER 4
In Chapter 3, I discussed methods that do not have a meaningful impact in

language revitalization and presented a few theories that possibly explain how specific
methodologies are ineffective. Chapter 2 I covered theories in language learning and its
relationship to learning other skills. This chapter attempts to explain the pedagogy of
ASLA and how it does not fall victim to the shortcomings of methods discussed in chapter
3 and how it rises to the success of the themes discussed in chapter 2. It is paramount to
understand that language revitalization is not just about acquiring another language; it is
political, it is expensive, it is pioneering, and it is a process of healing individually and
collectively. A method must be able to navigate and steer clear of the added obstacles.
My language is going silent because of colonial design. It was an act of war that put my
language in the state it’s in now; and the landscape of my language revitalization work
has been a battlefield. Endangered languages need a method that can be used on a
battlefield.
Language Healers
Language revitalization must be synonymous with healing, recovering, and
rehabilitation. It is a philosophic step we must take in order to be successful. It is not
enough that a teacher of an endangered language not only be an expert at the target
language but an expert in healing, as well. It is what has been labeled by Dr. Neyooxet
as

‘Language Healers,’ or, more accurately, Heenetiit Hineyoo3eihiiho.’ This

philosophical leap allows us to place SLP’s (speech-language pathologists) in sharing a
similar profession. speech-language pathologists help individuals who have experienced
a loss of language by taking a holistic view of the individual, their beliefs, their values, and
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how this loss impacts their quality of life. Language Healers are similar in that they help
a community that has experienced a loss of language by taking a holistic view of the
community. The SLP considers the quality of life of their patients. They help individuals
who have experienced a loss of language by taking a holistic view of the individual, their
beliefs their values. They are Language Healers
Success of patients’ is measured through their improvement in language skill and
improvement in quality of life. WHO defines Quality of Life as an individual's perception
of their position in life in the context of the culture and value systems in which they live
and in relation to their goals, expectations standards and concerns. Language Healers
guide people through a past trauma of losing their language in attempts to achieve their
linguistic need.
It is relevant to emphasize that learning my heritage language is not a hobby- it is
my identity. It was necessary for me to study communication sciences & disorders to get
an approach to language that Linguistics was not offering me. I have an injury; I do not
have my language- I am dying of thirst and my ancestors tongue is my water. Linguistics
offered me brilliant descriptions of my language but merely treated my thirst with a few
drops of water and a large painting of the ocean. I took interest in SLP because I want
my language to survive; I was uncertain with going further into Linguistics, it was not
giving me what I needed and at times of uncertainty we take risks. I would go as far as to
say I feel SLP has an awareness of trauma and rehabilitation that Linguistics did not offer.
The terminologies and science within communication sciences & disorders offers
a template based in recovery, patience, and a tool kit to heal someone’s language. The
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first time I heard Professors Dr. Ginger Collins and Dr. Catherine Off I was very comforted.
I felt that the approaches used to rehabilitate an individual who has experienced a loss of
language were also applicable when healing a community that has experienced a loss of
language. People within communication sciences & disorders aim to accomplish the
same things as people within language revitalization; communicative-speech sciences
has the ability to provide insights applicable to language revitalization.
Madeleine Shek wrote, “The lack of English and lack of translation in my Arapaho
class is only one way in which ASLA differs from other second language teaching
methods. In fact, it is a greater task to pick out the ways in which ASLA differs from other
language teaching methods, and simpler to search for ways in which it is the same,
because the similarities are few and the differences are many” (Shek, 2020, 309). SLP
has many similarities to ASLA that it is important, and truly a great thing, to pick out ways
in which they are related.
One of the core ideas of SLP is scaffolding- the process of internalizing
information, followed by further development; a step by step process. Scaffolding refers
to providing patients/clients with just enough support customized to the individual needs
of the patient that they need to successfully complete an activity. For example, should a
client/patient with aphasia produce a “paraphasia,” such as calling a “feather” a “leaf,” the
SLP might provide that client with a phonemic cue by producing the first sound, /f/, in the
target word. If the client is still unsuccessful, the SLP will provide the client with a hierarchy
of cues (least-to-most supportive) until the client produces the target word. The more
scaffolding fulfills the needs of a patient the more successful language development will
occur. The instructor gives strategic support and the students give active involvement
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(Greenfield, 1984; Nelson, 1995; Wood et al., 1976). The purpose of scaffolding is to keep
patients’ attention and interest, make requirements manageable, emphasize problem
solving, constantly encourage further development, and alleviate patients’ frustration by
providing necessary assistance (Wood et. al. 1996). These insights from communication
sciences and disorders coupled with my experience of ASLA’s pedagogy that drives me
to talk about me to talk about language healing.
ASLA provides a tool kit for well skilled instructors to use to enable all students to
succeed. Clark Webb writes, ‘The stages of each ASLA skillset provide the teacher with
absolute certainty pertaining to the level of acquisition achieved by each student. Not only
can the teacher identify those students who need to catch up, but we can also quantify
the number of words and phrases the learner is able to respond to and speak” (Webb,
2020, 349). ASLA scaffolds learners within the target language and helps build students’
language skills and cognition.
ASLA puts a student into an environment with constant flow of manageable
problems to solve. Student are constantly encouraged to develop further. Webb also
writes, “ASLA create languages ability that allows students to express language in an
array of additional ways that surpass our assessment tool” (351). He goes on to say,
“ASLA has many moving parts and subtleties that can absolutely enhance the learning
experience” (353). ASLA ushers students through the language with constant problem
solving, constant encouragement, and patience. As individual students take their turn to
interact with the images on the wall instructors get instant feedback by observing the
student’s success and failure, this gives Instructors accurate assessments of a students
abilities and weakness. ALSA allows the instructor and student to work in a shared
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environment that grows as the instructor gives support to the student in navigating
through the language. Dr. Greymorning says, “because I understand the problem-solving
process of a learner’s first language, when it is in English, I can use what I know to
accelerate the learning of their second language. I then am able to map out a foundation
for what I often refer to as ‘building a house of language” (Greymorning 2020, 162). In my
own experience while directing a student through a lesson I feel as if ASLA allows me to
weave the student through the language. I am able to give them the bricks and blue prints
of their language house, because ASLA provides a landscape on which to build such a
house.
I know many people who have tried to learn Blackfeet. Years of trying with no
progress leaves many feeling as if they are unable to learn Blackfoot. People feel failure,
embarrassment, guilt, and shame for losing their language and being unable to learn it.
This damages personal motivation to pursue language. Years of trying to learn a
language with no success leads to feeling incompetent and unworthy, you lose
confidence and motivation. Motivation is a concern for people with a history of academic
failure and learned helplessness (Nelson, 1995). When motivation dies, work ceases. I
have first-hand experience with the trauma that language loss leaves behind. There is
shame, guilt, sorrow, anger. It’s a symptom that needs to be understood when
implementing language instruction.
One of the greatest benefits of ASLA is that it generates motivation in language
learners resulting in deeper engagement. It has the ability to awaken a classroom into
forceful language learning. In 2014 in taught Blackfoot at UM in Dr. Greymorning’s Native
American Methodologies course with high success. Then in 2016-17 I taught Blackfoot
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Language courses at BCC and utilized ASLA to great success. I had students who
believed they would never learn the language surprise themselves; one student said their
experience within ASLA helped their public speaking abilities. It’s a powerful thing when
the class is learning something they all want and do it together. Clark Webb writes, “ASLA
provides a ‘blueprint’ for the committed members of the culture to begin puzzling their
language back together” (2020, 354).

ALSA alleviates students’ frustrations with

language learning; it is empathetic and allows a classroom have fun with the language.
ASLA creates a landscape that enables leaners to create a community within it, a shared
economy of further learning and encouragement. Students know their expected role in
ASLA and are given repeated opportunities to succeed.
A limited vocabulary contributes to person’s frustration and lack of motivation when
trying to speak a language. With respect to teaching vocabulary, it is believed there are
things you ought to do and things you ought not to do. Things one ought not to do; teach
words in isolation, base vocabulary list from a story, copy definitions and rely on
dictionaries to provide meaning, pre-teach unfamiliar words out of context, neglect to
relate the words to the lives of students, and make word learning tedious. Drawing upon
my experience of working in the field of endangered language, many classes rely on
teaching words in isolation, handing our word lists, listening and copying translations.
Things one ought to do; integrate the meanings of new words with the meanings of other
words, provide repeated opportunities, have usage and context reveal meaning, provide
both implicit and explicit instruction, aim for perfection and skill, teach students to be
independent learners, and have fun with words (Nelson & Van Meter, 2006). These ‘does’
and ‘do nots’ are foundations of the ASLA pedagogy. I will also note that a majority of
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classes I have taken in Blackfoot Language courses, including those taught by and/or led
by a Linguist, the method teaching vocabulary did all the thing you ought not do.
ASLA provides students with vocabulary that encourages motivation. Students
need something that serves as a vessel to carry people when they come face-to-face with
a speaker. ASLA does this by giving a learner the ability to talk about the environment
around them. The pedagogy of ASLA is designed to allow the student to carry the
language with them everywhere they go. ASLA is the pilot simulation, telling stories and
having conversations is co-constructing the flight. The experience is enjoyable and
encourages people to fly further and further. The pedagogy of ASLA allows the student
to develop a value of the language by allowing the student to understand the language. I
have seen rez students place more value on the language in just a few classes of ASLA.
The confidence and joy it brings is truly healing. ALSA it constantly healing what was
stolen.
A pillar of ASLA is how students are allowed, even encouraged, to make mistakes.
Students in ASLA are constantly fed new words with contextual meaning which they are
able to figure out on their own. The language becomes personal to the student because
the language is an experience rather than an abstract concept. Students are given
repeated opportunities to learn and relearn words in class. ASLA sets out the learning
process which gives students the tools and confidence and investment to aim for
perfection. Students are not corrected which forces and allows them to self correct and
become independent in the language. Through their independence they develop a
responsibly of themselves in the language.
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An important tenant of ASLA is when students make a mistake within ASLA it is
not a mark against the learner. Mistakes helps the instructor navigate the student
backwards by filling in what they don’t know with what they do know. From my own
experience, ASLA allowed me, for the first time, to understand what it means when a
words doesn’t ‘feel’ correct in a another language. While being instructed I chose the
wrong image for the word I was being taught and it just didn’t feel right. There was this
spark in my brain that didn’t go off. I knew I was wrong because I felt I was wrong. I
stepped back and looked at the ASLA landscape and eventually found the correct image
of the target phrase. This is also not a one time occurrence, this is a repeating feature
when learning a language through ASLA.
A mistake doesn’t mean someone is completely wrong. Perhaps the target phrase
is “a horse is eating grass” but the student chooses an image of a horse sitting on grass,
the instructor can make note of this and rather than just simply give them the correct
answer they can wait for the student to either self correct or the instructor circumnavigate
the student through other images of “sitting on” and “eating” so an understanding is
reached on their own. This effectively simplifies mistakes by a student. They instructor
can infer why a student is wrong and scaffold the student to learn the words. In ASLA you
do not abandon mistakes, you face them head on. It is also good to know why you made
a mistake, I believe this aspect of ASLA helps facilitate that emotional connection a
student develops with the target language.
The crux of ASLA is that the language class is centered around thinking and
problem solving within the language and not memorization. ALSA shares methods and
rules with SLP and achieves success. I believe the sciences and insights with SLP have
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brought a lot of information in explaining why ASLA is successful. This point of the thesis
doesn’t question whether or not ASLA is effective, but an attempt to understand why it is
effective. I have been in many meetings and conversations where we discuss the
important of language healing and I have witnessed communication sciences and
disorders and ASLA actually heal the language
The core rule of ASLA is using only the target language during instruction. Webb
writes, “a golden rule of Greymorning and ASLA is that you never give the answer in
English, the teacher must find a way to explain such detail in the target language” (352).
This detail forces out an attentive nature in students that other methods fail to do.
ASLA puts responsibility to listen to the language and be attentive to the given
landscape. The student must use their ears and thinking to navigate the environment. For
the entire class you are entering into a culture space that is decolonizing with every word
spoken. Webb declares, “ASLA is the only method that I have experienced that combines
the process of decolonization with highly successful language transfer” (2020, 353).
ASLA presents words so that students instantly understand that there are multiple
forms of how the words are spoken. For instance, within a few hours of instruction time a
student will hear the form of ‘stand’ in multiple contexts and, most importantly, being
forced to be aware of how the word is changing. A student will be told ‘stand up’ and then,
within a short amount of time, learn the phrase ’s/he is standing,’ ‘they are standing’ then
proceed to larger phrases, ’s/he is standing behind/in front/under/on/in the water.’ Not
only do students learn multiple ways to produce a target word in such a small amount of
time, they acquire more grammatical paradigms. This results in the student having both
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confidence in their and usage of the language. Translation is discouraged
Stories
Through ASLA I have experience learning three stories in Arapaho, Don’t drink
that water, Flies High, and Little People. It was an amazing learning experience, and fun
problem to solve, deciphering those stories. I challenged myself and changed the
pronouns and tense of the story Don’t drink the water into first person, as if I was the one
in the story. I used it and met Arapaho people that way.
Learning the story was tough and translating it was a challenge in its own right.
Webb writes about his experience witnessing Dr. Greymorning’s daughter tell a story
during a presentation at Southern Cross University, Coffs Harbour campus, “I could see
Amber struggled to tell two of the stories in Arapaho… Once Amber had finished telling
the story in Arapaho, I assumed that she would be able to tell the stories in English with
easy fluency. I was wrong” (347). Since that presentation Webb has had more experience
with ASLA and writes, “Over the years, I have learned that language brings about cultural
worldview. Therefore, Amber struggled with the English version as she was searching for
the most appropriate English words and concepts in order to describe the Arapaho
worldview that was embedded in the story” (357). Because ASLA does not spoon-feed a
student answers and translations, the worldview of the target language is more attainable
and less understood through English, which is a good thing.
I have briefly mentioned an endangered languages relationship with an economy.
The economy on my rez is the result of colonization and white supremacy was designed
so that our languages have no value toward capital gain. This has made our languages
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vulnerable to exploitation as well. However, the pedagogy of ASLA creates landscapes
where the law of only using the target language results the language becoming the
economy. In the United States you need money to interact with stores and restaurants,
to interact with the ASLA landscape you need to be equipped with the target language.
One of the greatest benefits of ASLA is that it generates motivation in language learners
resulting in deeper engagement. I view the results of ASLA as an act of sovereignty; the
language is what drives the classroom to expand and explore more of the ASLA
landscape. In this colonized economy you need money to build a house, ASLA creates a
separate landscape for the students to build (what Dr. Greymorning calls) their ‘language
house’ because the language is the economy of that landscape. The pedagogy of ASLA
facilitates decolonization.
ASLA starts with a first skill set of sixteen nouns (for my language I have a both
animate and inanimate nouns: man, woman, boy, girl, dog, mouse, bird, elk, cow, cat,
chair, table, ball, car, airplane, and cup). These are taught explicitly using images. The
instructor begins with four images (man, woman, boy, girl) and picks a student to step
forward, requiring them to show cognition of a word/phrase by pointing at the image and
to look directly at the image and repeat the word. This action is vital because the language
is being experienced by the learner as a series of tangible actions. While this takes place
the rest of the class is attentive to the words being taught and are encouraged to say the
target word, as well.
After the initial four words are taught the instructor repeats the words randomly as
the students displays comprehension, after they find the correct image corresponding to
the word they then repeat the word. The important detail to respect is that the instructor
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is instantly assessing the students who go to the front of the class with the objective to
display comprehension and utter the words. “When assessment that combines teaching
with testing is used, students become more aware of how they can develop into better
and more independent learners. Most students respond by becoming more alert to
opportunities to use words they already know and detect new and interesting words in
their environment (Nelson & Van Meter 2006). The process of having one student display
cognition and performance is critical in their personal development as they learn with a
class (a community).
The images go up into view four at a time until all sixteen are up then the instructor
introduces the word ‘and’ by having a picture with two of the sixteen nouns in one picture
(ex: man and woman). Instructor can also use this to introduce other nouns (cow and
horse). This set scaffolds to the next set, which introduces verbs. The nouns I have in my
sets are: running, walking, sleeping, dancing, jumping, swimming, smoking, singing, and
drumming. It is valuable to note that these verbs are represented clearly through
images/pictures, whereas abstract words, such as ’contemplation’ or ‘confused’ are words
that an image cannot easily represent. The words are introduced in tandem with other
words. The pictures are skillfully chosen so that there is no ambiguity within the picture.
Example phrases would be: ‘the cat is sleeping,’ ‘the dog is running,’ ‘the man is
dancing,’ etc…. all words in the next skill sets are capable of being taught solely in the
target language because each image builds off of the next. Each set scaffolds the next
set. I often call these small phrases ‘micro-stories’ because they serve as a small narrative
for learners to practice. They are phrases people can use to transfer meaningful
information. We see things sleep and things walk and run all the time, It feels the need to
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communicate genuine idea. It helps keep them motivated to learn more because the
words and phrases being learned are instantly relevant to daily life.
Emphasis on listening to the target language forces the student to immediately
develop phonemic awareness, which enables a student , for example, to predict and/or
feel the sounds of a word and differentiate words that sound similar. This is also critical
to learning to read and write the target language (Torgesen, Al Otaiba, & Grek, 2005)
When one does not understand a word it can only be interpreted as syllables and
phonemes. “Semantic awareness promotes treating language as an object of analysis
and leads to deeper vocabulary knowledge” (Nelson & Ortega 2000, 432). ASLA ushers
students into phonemic awareness, phonological awareness, auditory awareness, and
semantic awareness. This is made possible by the landscape of pictures and the rule of
only speaking the target language.
Students’ phonemic awareness gives them the confidence to detect the sounds of
the language and their patterns, the semantic awareness is facilitates students the ability
to decipher meanings in the language, and within the language. Words are taught through
pragmatic use and not metalinguistic discussions. ASLA is transparent with its goals and
gives students a clear understanding of their expectations and the roles they must fulfill
in order to achieve success. It is learning to fly by flying rather than studying how to fly.
In short, you learn the language by using the language- trial and error rather than theory
and hypothesis.
Studying grammar is a very difficult procedure and does not (if rarely) contributes
to functional usage of grammar while attempting to speak. It is not helpful and takes time
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away from other activities and procedures that are beneficial (Weaver, 1996). ALSA never
requires the instructor to talk about grammar or syntax; time is instead devoted to growing
language competency and training performance skills. When learning a language in this
manner, syntax becomes organic and you alleviate the constant need to translate the
language into the colonizing language. The target language is understood as it is and not
through an English filter.
As a learner is being scaffolded to more complex sound structures and grammar,
their cognitive abilities constantly grow. The micro-stories eventually lead to larger
descriptions. For example, students will learn a micro-story such as, “boy chasing a girl”
then the instructor will ask “why is the boy chasing the girl?” Generally a student will not
automatically understand that they are hearing a question (although some will intuitively
know) so the instructor will answer their own question, “the boy loves the girl” can be an
answer. At this point not all students may understand what is being taught so the instructor
will apply the “who, what, where, when” question to other images (ex. “who is running?…
oh, the dog is running,” “where is the dog running?… oh, the dog is running on the road.”).
With skill and tact and respect to the scaffolding process of ASLA, meaning and
understanding will reveal itself to the students. The language becomes an experience
rather than a thought experiment.
ASLA uses minimal resources, one only needs paper, ink, a printer, preferably
color as the real world is full of color, and a means of accessing the internet for images
needed to instruct with; today this mot likely can be a smart phone, tablet, laptop or
desktop computer. and, preferably, a means to hang the pictures in sequence on a wall.
The materials can be stored completely in a small brief case and the class room can be
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set up in ten minutes, but, as Dr. Greymorning succeeded during the COVID pandemic,
ASLA can be taught online (Greymorning, 2020). Since ASLA is only giving the target
language as the input, ASLA creates an environment that brings the learner through the
same process of learning a first language.
The field of Second Language Acquisition, SLA, has been putting emphasis on the
differences between implicit and explicit knowledge faculties. At the moment no study has
shown that implicit learning is better than explicit learning (Ellis). Norris and Ortega (2000)
conclude that explicit instruction is better than implicit instruction. It is believed the implicit
learning has limitations whereas explicit is learnable because it is a meta-linguistic
approach. ASLA is shown to be both more effective than typical westernized approaches.
ASLA is direct evidence of instinct instruction and its absolute power to push a student
far within a language.
Lev Vygotsky coined the term zone of proximal development, which is the distance
between what a student can do without help and what they can do independently. In
ASLA, when a student is being assessed through skill sets and required to produce
phrases orally they will often stumble on a word, sometimes uttering the first syllable. An
instructor can give them a small push, as small as the next sound in the word, and then
the student will finish the word and phrase independently. Dr. Greymorning writes, “this
is done by exposing learners to images of what they are to learn by associating the image
and sound, or sound, for what that image represents” (Greymorning 2020, pg. 162). The
language become a direct route, from sound to meaning, without the need of analysis. It
is implicit, not explicit.
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Vygotsky’s theories stress the importance of person-to-person interaction as being
critical to cognitive development. This leads directly to Social Interaction Theory (SIT) and
how it asserts that combining the elements of language exposure, language production,
constant feedback leads to language acquisition (Gass & Mackey, 2007). The pedagogy
of ASLA allows for a person to have the social interaction necessary that our human brain
needs to learn the language and culture presented within the class. Stephen Krashen
wrote, “The best methods are those that supply ‘comprehensible input’ in low anxiety
situations, containing messages that students really want to hear… recognizing that
improvement comes from supplying communicative and comprehensible input, and not
from forcing and correcting production” (Krashen, 1998). It is evident, beyond doubt, that
the pedagogy of ASLA satisfies many parameters that many theories declare important
to meet. It is a pedagogy that satisfies the needs of a learner and supplies them with
constant comprehensible input in a low anxiety environment. It can not be stressed
enough that ASLA, in fulfilling all these needs and parameters, allows for a successful
class in a community suffering from historical trauma.
ASLA is language healing in that people are ready to speak the language within a
few minutes of class instruction. Since ASLA does not emphasize constant correction
from the instructor it has reduced stress from performance anxiety. I believe that this
contributes to ASLA having no silent phase for the students. Dr. Greymorning writes,
“there is no silent phase when utilizing ASLA. Within the first 30 minutes of language
instruction through ASLA, learners can jump from single words completely over the
telegraphic speech stage to producing full sentences that begin to demonstrates proper
grammatical features of their Native language” (Greymorning, 2020, 161 ). The speed in
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which students began to interact with the created ASLA landscape is a testament to the
efficiency of its pedagogy.
ASLA is proven to guide language learners through a target language with
impressive results. The classes taught at UM by Dr. Neyooxet Greymorning usually titled,
“Methodologies in Teaching Native American Languages.” the website nsilc.org also
provides written testimonies of students and instructors alike explaining how effective
ASLA is and how it rejuvenated their efforts in language revitalization. Dr. Greymorning
has called this ‘language rejuvenation.’ The results he, and others. has produced in their
ASLA classes calls for further examination of ASLA. ASLA is being adopted by a fairly
large number of communities, which means it is gaining speed as an established
pedagogy for teaching endangered languages and it deserve promotion and inspection.
Data on ASLA will aid endangered language programs, provide insight into second
language acquisition, and possibly bring insight into first language acquisition. Jeckendoff
(1997) noted that a paradox of language acquisition is that if general-purpose intelligence
was efficient to interpret and extract mental grammar we would have discovered the
principle and rules in language long ago; however, since toddlers manage to extract
linguistic principles unaided and adults struggle with learning a new language this
suggests we acquire our first language through some other means. ASLA provide data
into whether adults use a different means of learning a second language by measuring
mental activity of a learners linguistic factory in their brain because it emulates how a
person learns their first language. ASLA provides a landscape for the target language to
flourish and it is not unreasonable to compare it to the natural landscape of someones
first language that occupies their environment.
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Some researchers believe that in order to learn a first language we must possess
a specialized Language Acquisition Device (LAD) which places Second Language
Acquisition into three possible relationships: 1) that the LAD is unavailable during second
language learning and learners rely on other faculties to store the target language; this
theory might explain how immigrant children become native-like speaker of L2 but their
parents do not (Bley-Vroman,1989). Proponents of this hypotheses are generally
concerned and examine errors learners make in their second language. 2) Full access to
LAD, that learners develop their target language using their LAD completely; where L2
learners use the parameters of their first language to conform to L2 and constantly revise
their hypothesis of the target language (Flyn, 1996). And 3) partial access to LAD via their
first language (Schachter, 1996), this model attempts to explain how some learners carry
grammatical rules from their native language into their target language. As discussed in
chapter 3, Fedio et. al. (1992) found that there is more diffuse brain activation within a
second language than in the first language and that individuals who acquire a second
language later in life show more right-hemisphere involvement (Vaid 1983). This may be
due to the fact that learners are able to use there right-hemisphere because of the multiple
means to learn the language (Cook; 1992). A controlled study where a group of students
studies a target language through ASLA and another through a more traditional western
approach would provide data on learners brain actively by comparing subjects from each
group. I would theorize that students who learn language through ASLA have less righthemispheric brain activation than learners of more western approaches.
ASLA does not use reading or writing to teach the target language. ASLA’s ability
to teach language without reading and/or writing indicates that a learner does not need
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to read the target language to acquire such language. This in itself is valuable knowledge
in Second Language Acquisition theories because it also mean that teaching language
through ASLA does not require a standardized writing system; this feature of ASLA
provides a means to avoid how many communities see reading and writing their language
as an issue or problematic.
ASLA uses only comprehensible input within the target language during the
instruction; never lecturing in the dominant language nor discuss grammatical rules. Both
memorization and reading are expected to lead to the contribution of L2 diffusion around
the brain because these exercises are an example of explicit learning whereas ASLA is
built upon implicit learning. Implicit knowledge is believed to be unconscious knowledge
where the target language is sub-symbolic and an automatic process. Explicit knowledge
is believed to be conscious, highly symbolic.
Topics discussed in chapter 2 shows that ASLA creates implicit learning events.
ASLA produces skilled performance in a field that had a lot of error much like the pilot
simulation reduced plane crashes due to pilot error because it helped create pilots who
practiced flying (although simulated) rather than memorizing procedures. ALSA promises
intrinsic/sub-symbolic learning process rather than an extrinsic/symbolic (memorization
of rules) learning process just like a pilot simulation.
Rote memorization of word lists are not the best way to remember words, in our
daily conversations we don’t remember every word uttered in a conversation when we
recall such event; however, we do remember the gist of the conversation and the
information discussed. This is due to the fact that we can only remember individual words
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for about eight to ten second (Graesser and Mandler, 1975). ASLA doesn’t encounter this
problem because it is completely focused on deep structure (the gist of a statement)
rather then focusing on surface structure (single words). Word lists have individual words
that are memorized in random orders, like memorizing notes of music without in guiding
scale, just a series of broken notes making sound. ASLA uses words that are spoken in
concert with the rest of the language and produces an end product like that of a song.
The song then gets into peoples minds and the learners use the target language to sing
the tune while those who memorize have random sustained notes playing in their heads.
If we compare language fully to music than we can concluded that those was random
notes are not developing an appreciation and understanding of music, and how create
their own songs, whereas the others are learning.
To study ASLA
In order to achieve a better understanding of ASLA we can conduct a controlled
study in which we compare the rate of retention of two or more groups of second language
learners receiving language instruction in two different teaching methodologies. One
group would specifically be trained in a target language through ASLA , and the other
group would receive instruction using the a western approach, words lists, memorization
drills, and grammar lessons, which I will call Standard Norm Model, SNM.
Both groups would have to receive equal amount of time during the course of the
experiment and they share the same goals. Dr. Greymorning, in explaining the success
he has found in the ‘Methods for Teaching Native Languages’ explains that a class meets,
“an average of two hours and ten minutes each week… By the end of the first 45 minutes
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of Arapaho language instruction, all students demonstrated full cognition of 16 single
words and 24 phrases in the language” (Greymorning, 2020, 156).
By the end of Dr. Greymorning’s classes, which on average is around 28 hours of
total instruction time during a single semester, a student can achieve amazing feats in the
Arapaho language. Many, including myself, reached a talent that allowed us to tell a small
story. This is done all in the target language. Every student who completed their final
exam, from 2004 to 2016, achieved 100%. This also included when in 2014, Robert Hall
(myself) instructed the class in niitsii•ṗo´•˝ sin (Greymorning, 2020). In a closing note on
testing Greymorning stated, that from 2004 to 2016 every student who completed every
oral exam leading up to the final exam received 100% on each exam. In a private
communication Greymorning explained that after 11 hours of instruction students ‘can
actually produce over 400 different phrases in Arapaho, by taking parts from phrases that
they know to create new phrases, and can probably understand over 1,000 different
combinations of phrases that they have learned. (For more information see,
www.nsilc.org.)
This leads me to question how to go about conducting a controlled study on ASLA.
Do we force the Standard Norm Model, SNM, group to follow the same time as ASLA?
Another feature of ASLA is there is no homework; rather, you take the language home
with you. Do we not allow the SNM group to have homework? That would sever the steps
those particular methods depend upon.
The subjects learning language through ASLA will never receive English as a
medium for understanding the target language. In other words, the instructor will speak
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only Arapaho; but the student will be allowed to translate what they are being taught. This
is for assessment purposes only. The process these students will be taken through is
borrowed from Clark Webb (2020):
a) Skillset One (22 words, 8 phrases)
b) Early Skillset Two (38 words and 28 phrases)
c) Skillset Two (66 words and 72 phrases)
d) Skillset Three (92 words and 102 phrases)
We will call this the standard norm model because of the long history of how
reading and writing have influenced second language teaching in establishing
pedagogical and dialectic norms have influence the way Indigenous Languages are being
taught.
From day one the subjects will be taught how to read and receive most of their
instructions from direct translations and memorization of word lists and grammar copied
from the content in the ASLA skillsets. Since it is a standard tradition in the SNM, they
would receive formal explanations in English, with the emphasis in grammatical
structures.
Both methods will utilize TPR (Total Physical Response), which is a language
teaching method developed by James J Asher, Ph.D (Byram, 2000) that requires the
teacher to use body language to teach the language; i.e. rubbing tummy and saying, in
the target language, “I am hungry” or scratch head make a confused look and say, “I don’t
know” or look at a learner and say, “I see you” then cover ones own eyes and say, “I don’t
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see you.” TPR is basically a game of charades in which the teacher both says the input
in the target language while making the body language generally used while speaking
such phrases. I have witnessed TPR being used in virtually all endangered language
immersion programs
How do we measure the variation of explicit and implicit knowledge? Han and Ellis
(1998) developed an initial test that can be utilized. The Oral Production Test (OPT),
which will show a subject a series of objects and ask them to describe the colors (there
will be animate forms and inanimate forms). Gilbert et. al (2006) conducts the same test
but before students are shown images they perform an inference task, where they read
aloud random numbers and cover each one of their eyes. Then they look at the colors
two more time and say them in the target language. Gilbert et. al. (2006) shows that in
this test if their right eye is faster the language is housed in the areas of the brain best
suited for language. Being housed in the left hemisphere shows evidence of the Whorf
hypothesis that claims a language deeply effects a speakers/thinkers lived experience
(Spier et. al., 1941).
If the subjects display faster reactions to the test with their right eye it will provide
empirical evidence that the language is nested in the left-hemisphere. This is supported
by experiments conducted using an MRI (magnetic resonance imaging) scanner which
shows that the linguistic areas of the brain contribute to the experience of seeing a color
(Tan, et. al, 2008). Regarding this phenomenon, Guy Deutscher in his book Through the
Language Glass, says, “for the first time, there is now direct neurophysiologic evidence
that areas of the brain that are specifically responsible for name finding are involved with
the processing of purely visual color information” (231). if the subject who is instructed
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through ASLA shows a superior time and response in this study is will be evidence that
ASLA is an intrinsic teaching system.
Drawing back to Han and Ellis (1998) one can perform a Timed Grammatically
Judgment Test (TGJT) on a language learning. You would record near thirty short phrase,
some grammatical and some not i.e. grammatical: “I walked to the store yesterday” and
ungrammatical: “I am going to walk to the store yesterday.” If subject believes the phrase
is ungrammatical they will be asked and requested to give the correct form. These would
be timed.
We also have the Untimed Grammatically Judgment Test (UGJT), which is the
same process as the later except the subject will not be timed. With this test we would
expect people with intrinsic knowledge of the target language to perform better than the
people with extrinsic knowledge in the timed test. The untimed test is necessary to release
the stress of having a time constraint that would probably help limit test anxiety.
Data would be analyzed with comparative statistics. The numbers have the
potential to show which method utilizes which faculties (implicit or explicit) and shed light
on the status of two pedagogies used in Language Revitalization.
It is valuable to test for rate of retention. It would be worth while to test a student
three months after their last instruction. Such follow up test is the most crucial for
endangered languages, which desperately need a methodology that instills language
retention. Since ASLA is based off of deep structure knowledge it is expected that the
subject who learned the target language through ASLA will retain knowledge of the
language longer than the SNM group.
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Another approach would be to conduct a qualitative analysis through interviewing
persons who learned a second language using ASLA. Ask them what were the strengths
in their respected models and what were the weaknesses and to compare it to other ways
they have been taught any subject (including language). Also, it would be valuable to ask
the learners their personal opinions and experience in learning a language through ALSA.
You can go to nsilc.org to read many essays students have shared on the method.
With the data collected we will be able to see a direct comparison of ALSA and
other methodologies and be able to see where learners show more advancement due or
lack thereof in all the skill sets presented. I would anticipate that ASLA will produce
competent speakers of the target language due to its dexterity of capturing the instinctive
faculty the human brain possess for language competency. Furthermore, ASLA is a better
method for long-term retention of a language.
This, again, is attributed to the environment ASLA puts the subject as if language
is the sky, the leaner is the pilot, and ASLA is the flight simulator; they are immersed in a
landscape which they can experience and create their own functioning neural pathways
to which the target language, much like personal thoughts and personal memories,
becomes their own, much like the story involving the pilots mentioned earlier. The benefit
of ASLA is that it allows learners to internalize their knowledge. Instead of memorizing
lessons, a learner can train the emotional brain, preparing the parts of the cortex that will
actually make the decision when speaking or thinking in the target language. They don’t
have to waste any critical moments trying to remember what they learned in the
classroom.
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The results of ASLA are the results endangered languages programs want and
need. As I mentioned in Chapter 3 that many people view Indigenous languages as a
mystical force, words and concepts don’t change because of syntax and grammar but
change because of enchantments, and incantations. I have experienced this view and
attitude toward my language from teaching niitsii•ṗo´•˝sin on the Blackfeet Reservation
since 2014. Since ASLA gives students usable language from the very beginning of
instruction, students experience the grammatical shift and structures of the target
language and instantly develop an intimate understanding of the content. I this way,
people don’t view the target language as mysterious and abstract, rather, the language
content they receive is recognizable and concrete. In a conversation with Dr.
Greymorning and myself, a student, Sterling HolyWhiteMountain said the following about
learning Blackfoot through ASLA, “for the first time in my life Blackfoot was no longer a
mystical object that I could not comprehend because I felt I was inside the language rather
than looking at it from the outside.” (Greymorning 2019, 206). ASLA gives students instant
footing to understand what they are learning and how to use what they are learning.
It can’t be understated how, for Indigenous students learning and reclaiming their
heritage language, gaining footing in their language is healing in many ways. It is a
beautiful feeling when you began to learn the language that was robbed from you. Classes
in ASLA have clear goals that are achievable; listen, look at target image the correlate
with the input, then speak. The reason ASLA is a language methodology worth focus is
because, as stated earlier in this chapter, you can create story-tellers in the language. I
can not express my absolute joy when I ran into the Chief of the Blackfeet Nation, Earl
Old Person, and told him a story in Blackfoot and made him laugh. If I had only known
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words and commands an interaction like that would never had happened; I’d be left
frustrated and sad. Stories are, without a doubt, vital to the human experience. Listening
to and telling stories ought to be the goal of every endangered language program, ASLA
creates an environment that makes it possible. “Stories occupy much of our daily
discourse, at home and at school. Stories are important as both direct targets of
instruction and as contexts for teaching language, literacy, and concepts” (Ukrainetz
2007, pg 240). Give a person a few words and they can find the restroom or food; give
them a story and they can find love and laughter- the things that create our human
experience. ASLA provides the foundation for students to understand stories and to
reproduce those stories. A good story can heal the heart and soul and being able to tell
a story in your heritage language is a feeling I hope all Indigenous people can experience.
Endangered language programs desperately need an effective teaching
methodology that teaches language effectively while being culturally sensitive and trauma
informed. ASLA, created by an Indigenous person who is a language speaker of their
Indigenous language has these components. Witnessing the language healing performed
by Language Healers through ASLA has made me believe that we can save these
languages. There is a tool; for us, made by one of us!
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CHAPTER 5
I outlined theoretical descriptions of the pedagogy of ASLA aimed at explaining
how ASLA fulfills the needs of an endangered language learner. The success and
efficiency of ASLA was never a debate in this thesis; the focus was always in trying to
uncover the reason for such success and efficiency. Chapter 1 makes the claim that ASLA
has the potential to have broader impacts beyond its role in language revitalization. The
following chapters provided windows into data and discussions ASLA can spark. The
pedagogy of ASLA allows for controlled studies on second language acquisition by
making the process of acquiring the second language an easy task. For example, one
can test two groups learning a second language using ASLA on both groups with one
group never being exposed to text/written word while the other is exposed to text/written
word. It’s not important to dive into all the possible areas of second language acquisition
theories that ASLA could be used to study and understand. The point for mentioning such
possibilities is to emphasize the large impact ASLA can make within second language
acquisition studies and endangered language revitalization.
Western traditions in teaching second languages derive from standardized
teaching methods developed in Europe (Spolsky, 2002). These western traditions have
influenced and forced many language programs to copy the same approach. Endangered
language programs hire linguists for expert help despite the field failing with respect to
dying languages (Gibbs, 2002). This complicates language teaching in my community.
As stated in Chapter 3, my community, for the most part, simply doesn’t value reading
and there is a lot of resistance in adopting a writing system. With many different
approaches to writing the language, rendering words hard to read. This lack of strategy
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has made it so that the Blackfoot language is unable to produce literacy and, I believe,
it’s own proper distinct brain network within the brain’s letterbox. ASLA alleviates the
problem of reading and writing by being a complete oral teaching method.
ASLA is true immersion. It supplies the tools for a classroom to provide exponential
language growth that must be respected. As mentioned in Chapter 2, the invention of the
pilot simulation helped reduce plane crashes due to pilot error by around 65% (Baker, et
al. 2008). Because of the pilot simulation, airplanes are one of the safest forms of travel.
ASLA mirrors the same results with respect to a language program. Both ASLA and a
pilot simulation facilitate the development of tangible skills. They both offer experience.
The way students experience language in naturalistic context, which favors efficiency
(Leonard, 1998).
ASLA and a pilot simulation instantly shows a learner how to use the target skills
they are acquiring. Knowing how to use the information a student receives is critical in
developing a skill (Brown, Collins, & Duguid, 1989). This is accomplished through
constant problem solving, student success is allowed to be repeated and their failures are
allowed to be self-corrected.
It is important to add that ASLA’s pedagogy also allows a classroom to step away
from western traditional classroom norms. ASLA only provides tools for the target
language with the single requirement that the class is instructed in the target language.
In doing so it allows a space within the classroom, something derived from western
tradition, and creates a space for the culture behind the target language.
An important roadblock to note when teaching endangered languages is many
people have a history of failure with learning due to the methods they have been exposed
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to through instruction. This results in many reactions ranging from anger to sadness to
bewilderment. Some people will be convinced they are not worthy to learn their language;
that its mystical properties will not reveal itself to someone so ‘colonized.’ Within a few
minutes of ASLA this feeling and idea is shattered. Sterling HolyWhiteMountain has said,
“Probably within 20 minutes of that first class I realized I was learning the language in a
way I had never learned Blackfoot or any other language before… I wasn’t looking at it
from the outside as an English speaker trying to translate Blackfoot into English in order
to comprehend the language: I was inside the Blackfoot Language” (Greymorning et al.
2019). ASLA has the ability to spark attention from students because it is instant tangible
immersion. ALSA instantly gives a student purposeful activity.
As mentioned in Chapter 2, there are five major components that make up
purposeful activity. Those components are motivation, a set goal, a condition, an action,
and an operation (Leontiev, 1981.; Wertsch, 1981). In ASLA a student is given a clear
direct goal- show cognition of the target phrase, look at its corresponding image and
speak the target phrase. In short, the goal is simply ‘speak the language.’ The first
condition is interacting within the rules and economy of ASLA’s pedagogy and landscape;
find the image independently and do not speak English. The action is the speech
production but what sets ASLA’s speech production apart from standard language
classes is that the action correlates with an image, which is akin to an observation. The
action of speaking is not abstract and out of context. The learners are speaking of things
in front of them. This is another feature that makes the experience of learning a language
though ASLA summon the same feeling I get when playing a video game. The obstacle
are right in front of me and as long is I master the given controls and rules I can master
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the game. The operation condition ASLA meets is through meaningful cognition of the
language. ASLA meets the condition a second language teaching methodology ought to
meet- teaching the target language. Thus, it makes returning to class purposeful.
In Chapter 2 we also discussed Jane McConigal’s insight in how recreation and
survival create a binary relationship that results in the human experience. Jane makes
the argument that games often meet human needs. Games, as unnecessary they are,
can activate strong emotions, inspire you to focus on strengthen various skills, have
meaningful awards, and have epic scale and experience. ASLA activates strong emotions
and inspires focused energy on learning more and more. The award of speaking your
Indigenous language is sacred and can not be overstated. It is an epic feeling and
accomplishment to go through a course of ASLA instruction and be able to tell a story in
a new language. It is truly something epic when understanding the violence and horror
Indigenous peoples and our languages experienced.
In learning our endangered languages we need tangible goals that are selfsustaining within our own healing landscape and economy. ASLA allows for a single
teacher, a single speaker, to guide a student into being a competent story-teller. This is
a major point of emphasis for endangered language programs where often a program
relies on a small number of fluent speakers.
It is without any reserve that I would argue that ASLA is a universal language
teaching methodology. ASLA could be the foundation in establishing a pedagogical norm
in teaching second languages. For too long language revitalization has been
preservation, a practice of putting up an exhibition to be mused upon and spoken about
in English.
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Language revitalization has a critical role in healing and recovering from the
trauma of colonization. By rehabilitating our speech community and rejuvenating its
usages, Indigenous people become whole once again. As mentioned in Chapter 4, Dr.
Neyooxet Greymorning, Heenetiitineyoo3eibeehiiho’ or ‘Language Healers’. I have
discussed how this view opens up a window into using science and methods a Speech
Language Pathologist utilizes. It also upon another field of study that provided data to
understanding the efficiency of ASLA’s pedagogy. ASLA rarely teaches words in isolation,
copy definitions, read non-literate input, or word learning tedious. ALSA allows students
to develop skills and solve problems and become independent leaners by giving
contextual clues and repeated opportunities in a safe environment.
My Journey
I believe ASLA is a method that will be understood as we learn more about the
science of second language acquisition. It is a method to be taken seriously. It is based
in success and science, and credit must be give where credit is due. When Indigenous
peoples told colonizers that their sacred songs helps plants grow they were scoffed at for
having child-like beliefs but years later is it common knowledge that music does effect
plant growth. Many people do not believe, nor give the time of day, that ASLA is as
powerful as it is. It is an Indigenous pedagogy dismissed like other Indigenous
pedagogies in the past that will only be validated.
My Journey
In 2006, while attending UM, I overheard Dr. Greymorning telling a student that he
developed a methodology that enabled him to teach over 200 phrases in his language
within a semester By week 12 children were able to say over 160 different phrases in
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Arapaho. By week 18 this was increased to 209. Upon hearing this I instantly did not
believe it. I was reminded of the hardships of my language and the lack of success we
have had in stabilizing our language. However, I trusted him as a professor and educator
so I rushed over to him and asked him, “Can you really do that?” And he replied, “enroll
in my class and you’ll find out.” The next time the class was available I enrolled and was
taken for an experience that enabled me to approach my language with more success
than I thought was possible. I had achieved the 200-phrase mark and more, I learned
how to tell a story in Arapaho (a few to be exact) before I was able to say large complete
sentences in my own language. Despite hours upon hours studying tapes, grammar
books and dictionaries of Blackfoot, my Arapaho skill started and surpassed my Blackfoot
at an astronomical speed.
Language is a journey of my identity, my roots, my spirit, and my history. Learning
my language isn’t a hobby; it is survival of my people, our sovereignty, and spirit. Upon
learning Arapaho through ASLA and applying it both as a learner and a teacher I have
been given an experience and skill that I cannot deny. It is my duty to think about ASLA.
Regardless of the specifics and revelations of the potential data we can produce with
respect to ASLA the most important information is that it has changed endangered
language programs in massively positive ways. Students of endangered languages no
longer only learn colors, numbers, and miscellaneous words; through ASLA they learn
stories and emotions, human characteristics that make us bond, and, in doing so, their
learning experience is more than a classroom- it is a landscape and your fellow students
are your language community. I believe any Indigenous language program ought to
implement ASLA because it has the capacity to enrich language classes.
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ALSA does not preserve the language (like a formaldehyde preserves a cadaver); it
instills life into the language. Whereas most other language teaching techniques treat the
target language as a concept to be examined and understood; ASLA influences students
to use the language in the real world. It is vital to emphasize that through ASLA by not
studying a target language as an abstract form of communication; ALSA treats language
as a means for communication. Linguistics is a failed science with respect to language
loss. To paraphrase a quote I often heard Dr. Greymorning use, “if your loved one was
on their death bed and standard medicines and doctors have nothing to help them gain
their health surely you would be willing to try a medicine that has been helping others
recover from the same ailments.”
The pedagogy of ASLA allows for an endanger language class to abandon all the
standard norms in western education with the only effort of gathering images and
speaking the target language. I respect ASLA in the same way that I would respect a
ceremony. There are rules of conduct and etiquette. The person conducting the class
ought to be the master of the situation and understand the process and importance of
each step. The people participating do so willingly or under a vow and are able to give
themselves to the process. There is a paradigm shift, an agreement that the world will not
be engaged in nor understood in the colonizer’s language but within our own, the
language of our ancestors. People are there to help one another and to receive help from
one another. As the ceremony comes to an end people have grown and taken on new
titles and duties. ASLA does all these things.
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The reality of ASLA’s success is paramount to consider when establishing a
curriculum for any second language acquisition program, particularly language
revitalization. Language loss has created a massive weight and burden and hopelessness
within many communities. ALSA will reduce that weight and burden and give hope to
those who have ASLA in their tool kit and the students who have gone through an ASLA
class. The last thing I want to say about ASLA is that the hope it gives is not merely just
inspirational and provides good feelings. ASLA gives hope by providing guidance and
direction while teaching language. It allows my classroom to move away from the stress
and setbacks created through colonization and assimilation. ASLA invites a good spirit, it
was created by an Indigenous language healer to help Indigenous languages to heal.
Language loss is a wound and ASLA is good medicine. kyǐǐnn
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